Towards a greater understanding of why child care teachers leave: examining job resources, job demands, well-being, turnover intentio, and turnover among lead and assistant teachers in a Swiss community by Blöchliger, Olivia
Zurich Open Repository and
Archive
University of Zurich
Main Library
Strickhofstrasse 39
CH-8057 Zurich
www.zora.uzh.ch
Year: 2017
Towards a greater understanding of why child care teachers leave :
examining job resources, job demands, well-being, turnover intentio, and
turnover among lead and assistant teachers in a Swiss community
Blöchliger, Olivia; Blöchliger, Oivia
Abstract: Abstract (English) A high percentage of child care teachers choose to leave the job or the
profession across countries presumably due to relatively poor working conditions and low pay and despite
relatively high levels of job satisfaction. This thesis addresses the question of why child care teachers
choose to leave by investigating their job resources, job demands, burnout, turnover intention, and ac-
tual turnover. The four studies presented here use data of lead teachers, assistant teachers, and directors
collected in two questionnaire-surveys in a Swiss community over the course of three years. Reported job
demands and job resources were mainly associated with characteristics of the facility. Furthermore, lead
teachers’ experienced burnout symptoms were associated with perceived control, pay satisfaction, and the
workload in the facility. Moreover, the wish to quit at the baseline predicted actual turnover three years
later. However, the associations between job resources and turnover intention mediated by job satisfac-
tion was stronger than the association between job demands and turnover intention mediated by burnout.
Reasons for staying in the profession included the team, the children, joy, and a professional workplace.
Reasons for leaving were unprofessional leadership, lack of advancement, poor working conditions, low
wages and personal reasons. Overall, the findings imply that child care teachers are primarily motivated by
intrinsic rewards (the children, the team), while a lack of extrinsic rewards (working conditions and wages,
leadership) drives them out of the job and profession. The findings of the four studies combined with the
international studies suggest that child care work is a profession at the margins. Abstract (Deutsch) Viele
Kinderbetreuerinnen entscheiden sich, ihren Job und Beruf zu verlassen vermutlich auch aufgrund ver-
gleichsweise schlechter Arbeitsbedingungen und eingeschränkter Gesundheit, tiefer Bezahlung und trotz
hoher Arbeitszufriedenheit. Diese Dissertation stellt die Frage, warum Kinderbetreuerinnen ihre Ar-
beitsstelle und ihren Beruf verlassen, indem sie ihre Arbeitsressourcen, Arbeitsbelastungen, Gesundheit,
Fluktuationsabsicht und tatsächliche Fluktuation untersucht. Die vier präsentierten Studien verwen-
den Daten von Kinderbetreuerinnen, Assistentinnen und Kita-Leitungen, die in zwei Befragungen in
202 Kindertagesstätten in einer Schweizer Stadt erhoben wurden. Berichtete Arbeitsressourcen und Ar-
beitsbelastungen hängen eng mit Merkmalen der Kindertagesstätten zusammen. Burnout- symptome
waren eng mit wahrgenommener Kontrolle, Lohnzufriedenheit und der Arbeitsbelastung in der Kita ko-
rreliert. Der berichtete Kündigungswunsch sagte die tatsächliche Kündigung drei Jahre später voraus.
Die Gründe im Beruf zu bleiben waren das Team, Freude, und ein professioneller Arbeitsplatz. Gründe
den Beruf zu verlassen waren eine unprofessionelle Leitung, fehlende Aufstiegsmöglichkeiten, schlechte
Arbeitsbedingungen, tiefe Löhne und persönliche Gründe. Die Ergebnisse implizieren, dass vor allem
intrinsische Belohnungen die Kinderbetreuerinnen motivieren, zu bleiben, während fehlende extrinsische
Belohnungen sie veranlassen, zu gehen. Die Ergebnisse der Dissertation kombiniert mit internationalen
Studien legen nahe, dass Kinderbetreuung eine Arbeit „am Rande“ ist.
Posted at the Zurich Open Repository and Archive, University of Zurich
ZORA URL: https://doi.org/10.5167/uzh-142585
Dissertation
Originally published at:
Blöchliger, Olivia; Blöchliger, Oivia. Towards a greater understanding of why child care teachers leave
: examining job resources, job demands, well-being, turnover intentio, and turnover among lead and
assistant teachers in a Swiss community. 2017, University of Zurich, Faculty of Arts.
2
  
Towards a greater understanding of why child care teachers leave: 
Examining job resources, job demands, well-being, 
turnover intention, and turnover 
among lead and assistant teachers 
in a Swiss community 
 
Thesis (cumulative thesis) 
presented to 
the Faculty of Arts and Social Sciences 
of the University of Zurich 
for the degree of Doctor of Philosophy 
 
by 
Olivia Blöchliger 
 
Accepted in the spring semester 2017 
 
On the recommendation of the doctoral committee 
Prof. Dr. Urte Scholz (main advisor) 
Dr. Marcy Whitebook 
 
Zurich, 2017 
 
 
 
  2 
Abstract 
 
 The early care and education sector as well as the child care workforce have doubled 
during the past 15 years in Switzerland. The international body of research on this profession 
shows that child care teachers’ health, working conditions, and working environments are 
relatively poor and that pay is low. However, child care teachers usually report high levels of job 
satisfaction. Nonetheless, a high percentage of child care teachers does not proceed with their 
chosen career in early care and education – ending a career that had once appeared desirable to 
them. Moreover, child care teachers' turnover jeopardizes care quality. Therefore, this thesis aims 
at answering the question of why child care teachers choose to stay in their profession and why 
they choose to leave by investigating job resources, job demands, burnout, and turnover intention 
that have all been associated with retention and turnover – drawing on the Job Demands-
Resources model and the concept of the Six Areas of Worklife.  
 The four studies presented here use 488 assessments of lead teachers, 591 assessments of 
assistant teachers, and 59 assessments of their directors collected in a first survey and 273 
assessments collected in a second survey. The surveys took place in 202 child care centers in a 
Swiss municipality over the course of three years. The studies employ descriptive and 
interferential analyses as well as content analysis to explore the data.  
 The analyses of the data showed that reported job demands and job resources were 
mainly associated with structural characteristics of the facility indicating professionalism with 
some variation for job title. Furthermore, lead teachers’ experienced burnout symptoms were 
closely associated with perceived control, pay satisfaction, and the workload on the child care 
center level. However, the association between reported job demands and turnover intention 
mediated by burnout was weaker than the association between reported job resources and 
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turnover intention mediated by job satisfaction. Moreover, the wish to quit at the baseline 
predicted actual turnover three years later. Reasons given for staying in the profession included 
the team, the children, enjoyment of the work, and a professional workplace. Among the reasons 
given for leaving the job were unprofessional leadership/management, a lack of advancement, 
and personal reasons. Finally, reasons given for leaving the profession included the working 
conditions and low wages, unprofessional leadership/management, stress and strain, and 
motherhood. Overall, the findings imply that child care teachers are primarily motivated by 
intrinsic rewards (the children, the team, job satisfaction), while a lack of extrinsic rewards 
(working conditions and wages, unprofessional leadership/management, lack of advancement) 
drives them out of the job and profession. The findings of the four studies combined with the 
international studies suggest that child care work is a profession at the margins. 
  
  4 
Acknowledgments 
    
This thesis is dedicated to all child care teachers nurturing our children every day. 
My special thank you goes to all child care teachers who devoted their time and energy to 
provide me with insights into their profession and worklife. 
 
First and foremost, I want wo thank Urte Scholz for her support in all professional and 
methodical questions as well as her emotional support. 
 
I thank Marcy Whitebook for her lifelong dedication to the ‘child care teacher cause’ and 
feminism, her never-ending enthusiasm, 
and for sharing her expertise and knowledge with me. 
 
I thank Georg Bauer and the Swiss National Science Foundation 
for giving me the possibility to write this thesis. 
 
I thank Anja Henebury and Séline Strickler 
for reading and commenting this thesis  
& 
Anna-Lea Imbach, Tania Bermudez, and Adriana Schätti 
for supporting the qualitative analysis reported in this thesis. 
 
I thank the Angsoz-Team and the researchers from the CSCCE 
for countless professional discussions, inputs, and support. 
 
Last, I thank my friends and family, 
Alicia Keller, Antonia Mariani, Chantal Reichen, Kai Schudel, 
Kaspar Kägi, Lea Pfäffli, Paula Lademann, René Blöchliger, Sabine Hattinger-Allende,  
Tanja Bräm,  Ula Trinkler, & Vjollca Maliqi 
for their encouragement, support, and for believing in me whenever I didn’t. 
In particular, I thank Ariane Wepfer for sharing the struggle of writing a thesis. 
 
  5 
Table of contents 
 
Acknowledgments ........................................................................................................................... 4 
Table of contents ............................................................................................................................. 5 
List of Figures ................................................................................................................................. 7 
List of Tables .................................................................................................................................. 8 
1. Introduction ............................................................................................................................. 9 
1.1. State of research, research gaps, and contribution of this thesis ........................................ 12 
1.2 This thesis ........................................................................................................................... 16 
2. Theoretical background ........................................................................................................ 18 
2.1 The Job Demands-Resources Model .................................................................................. 19 
2.2 The Job Demands-Resources model in the child care workforce ....................................... 22 
2.2.1 Personal characteristics and structural characteristics .................................................. 23 
2.2.2 Job demands ..................................................................................................................... 25 
2.2.3 Job resources ................................................................................................................... 26 
2.2.4 Mediators ......................................................................................................................... 27 
2.2.5 Outcomes .......................................................................................................................... 30 
2. 3 The Areas of Worklife ....................................................................................................... 32 
2.3.1 The Areas of Worklife in the child care workforce .......................................................... 33 
2.4 A critical discussion of the theoretical approaches ............................................................. 34 
2.5 Institutionalized early care and education in Switzerland .................................................. 37 
2.6 Lead and assistant teachers ................................................................................................. 39 
3. Aim of this thesis & research questions ................................................................................ 41 
4. Methods................................................................................................................................. 45 
4.1 Data A ................................................................................................................................. 45 
4.1.1 Data A.1 ........................................................................................................................... 47 
4.2.1 Data A.2 ........................................................................................................................... 47 
4.2 Data B ................................................................................................................................. 48 
4.3 Applied data and methods ................................................................................................... 48 
4.3.1 Study 1 .............................................................................................................................. 48 
4.3.2 Study 2 .............................................................................................................................. 49 
4.3.3 Study 3 .............................................................................................................................. 49 
4.3.4 Study 4 .............................................................................................................................. 50 
4.4 Contribution of the PHD candidate to the research articles ................................................ 50 
5. Demands and job resources in the child care workforce: Swiss lead teacher and assistant 
teacher assessments ....................................................................................................................... 51 
  6 
6. Correlates of burnout symptoms among child care teachers – A multilevel modeling 
approach ........................................................................................................................................ 89 
7. Why Do Child Care Teachers Leave? Why Do They Stay? ............................................... 117 
7. A  Appendix ............................................................................................................................ 153 
8. General discussion .............................................................................................................. 156 
8.1 The theoretical approaches and the child care workforce ................................................. 159 
8.2 Reasons for staying or leaving .......................................................................................... 163 
8.3 Strengths of this thesis ...................................................................................................... 174 
8.4 Limitations of this thesis ................................................................................................... 176 
8.5 Future research .................................................................................................................. 179 
8.6 Conclusion ........................................................................................................................ 180 
9. Literature ............................................................................................................................. 183 
Curriculum vitae ......................................................................................................................... 197 
 
! !
  7 
List of Figures 
 
 
 
  
Figure 1.! The modified Job Demands-Resources model ......................................................... 22!
Figure 2.! The concept of the Areas of Worklife ....................................................................... 32!
Figure 3.! Research questions 1a, 1b, and 1c in the JD-R model .............................................. 42!
Figure 4. ! Research question 1e and level of the included variables ......................................... 43!
Figure 5.! Research questions 1f and 1g in the JD-R model ..................................................... 44!
Figure 6.! Research questions 1h and 1i in the JD-R model ..................................................... 44!
Figure 7. ! The conceptual model ............................................................................................. 123!
Figure 8.! Parameter estimates of the accepted model (standardized coefficients) ................. 135!
 
  8 
List of Tables 
 
 
 
 
  
Table 1.! Demographic characteristics of teaching staff .......................................................... 71!
Table 2.! Job resources and job demands by job title .............................................................. 72!
Table 3.! Personal and structural characteristics assessed by job title ..................................... 74!
Table 4.! Intercorrelations among study variables for lead and assistant teachers .................. 75!
Table 5.! Multiple hierarchical regressions predicting job resources, by job title ................... 78!
Table 6.! Multiple hierarchical regressions predicting job demands, by job title .................... 79!
Table 7.! Means, standard deviations and intercorrelations among study variables .............. 105!
Table 8.! Aggregation test results for the AWL variables ..................................................... 106!
Table 9.! Multilevel regression estimates for the effects of individual and organizational level 
variables on burnout symptoms .............................................................................. 106!
Table 10.! Means, standard deviations and intercorrelations among latent study variables .... 133!
Table 11.! Number of assignments to categories for retention, job turnover, and occupational 
turnover ................................................................................................................... 140!
Table 12.! Invariance fit indices for lead teacher and assistant teacher model ........................ 153!
Table 13.! Multilevel regression estimates for the JD-R variables on turnover intention, lead 
teachers ................................................................................................................... 154!
Table 14.! Multilevel regression estimates for the JD-R variables on turnover intention, 
assistant teachers ..................................................................................................... 155!
Table 15.! Overview about the aims, data, findings, and conclusions of the four studies ....... 157!
 
  9 
         “Grass&it&not&growing&faster,&if&you&pull&it.”&
African proverb 
1.& Introduction   
 
 Extrafamilial child care has expanded considerably during the past two decades because a 
growing number of women remains part of the workforce after starting a family – whether 
voluntarily or out of necessity (Bundesamt für Sozialversicherungen, 2013; Status of Women in 
the States, 2017). In Switzerland, the number of places available in child care centers have 
increased by 96% in the past 15 years (Netzwerk Kinderbetreuung & Verband Kinderbetreuung 
Schweiz (Kibesuisse), 2015). Child care centers are the most popular choice for taking care of 
and educating children aged from 4 months to 5 years outside the family (Istituto di 
Microeconomia e Economia Pubblica & INFRAS, 2006). Consequently, the child care workforce 
has increased significantly, serving a high percentage of young children in industrialized 
Western countries (Bovolenta, 2013; Mullis, Cornille, Mullis, & Taliano, 2003; Statistisches 
Bundesamt Deutschland, 2012).  
 Child care work is a relatively young profession that has been struggling with a lack of 
recognition and poor financial rewards, as has been characteristic of professions that are 
considered female since the onset of capitalism (Hackl, Geserick, Hannes, & Kapella, 2015; 
Federici, 2014; Sumsion, 2007). Moreover, most studies point out that the physical and 
psychological health of child care teachers is poorer than among professionals in other 
occupations (Berger et al., n.d.; Jungbauer & Ehlen, 2015; Koch, Stranzinger, Nienhaus, & 
Kozak, 2015; Løvgren, 2016; Viernickel, Voss, Mauz, Gerstenberg, & Schumann, 2014; 
Whitaker, Becker, Herman, & Gooze, 2013). Thus, Whitaker et al. (2013) have shown that the 
health of teaching staff in early care and education is poorer than among women sharing similar 
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sociodemographic characteristics. Moreover, according to Jungbauer and Ehlen (2015), the stress 
levels among child care teachers are twice as high as those among the average population and 
one fifth of the teaching staff is at risk of suffering from burnout. Gratz and Claffey (1996) have 
demonstrated that the majority of child care teachers reported good or excellent health, but they 
reported that their health has been declining since working in child care.  
 The poor health of teaching staff in early care and education may originate from the 
combination of strenuous labor, including high physical and psychological demands (e.g., Berger 
et al., n.d.; Curbow, Spratt, Ungaretti, McDonnell, & Breckler, 2000; Jungbauer & Ehlen, 2015; 
Rudow, 2004; Whitebook, 1999), inadequate working environments and working conditions and 
low pay (e.g., Bovolenta, 2013; Curbow et al., 2000; Jorde-Bloom, 1988; Kontos & Stremmel, 
1988; Mullis et al., 2003; Organisation for Economic Co-operation and Development (OECD), 
n.d.; Schreyer & Krause, 2016; Whitebook, Phillips, & Howes, 2014). With respect to working 
environments, researchers refer to workplaces that primarily serve the needs of the children, but 
are not adequate for adults. Dedicated rooms for breaks and administrative work of teaching 
staff, adult-sized furniture, and noise protection often lack in child care centers (e.g., Gratz & 
Claffey, 1996; Khan, 2009; Rudow, 2004; Viernickel et al., 2014). With respect to working 
conditions, child care work often involves long working hours, insufficient breaks, high child-to-
staff ratios etc. (e.g., Koch et al., 2015; Lower & Cassidy, 2007; OECD, n.d.; Shpancer et al., 
2008). Fuchs and Trischler (2009) have found that only 8% of child care teachers reported 
satisfaction with their working conditions and pay in Germany. Moreover, child care teachers´ 
incomes are low in most countries: in the United States they even earn poverty-level wages 
(Gambaro, 2012; Schreyer, Krause, Brandl, & Nicko, 2014; Whitebook et al., 2014).  
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Consequently, a high percentage of the child care teachers do not proceed with their 
chosen career in early care and education. Estimates of turnover rates are ranging from 18% to 
40% across countries (Andersson & Gørtz, 2010; Center for the Childcare Workforce, 2004; 
Huntsman, 2008; Porter, 2012; Sumsion, 2007). However, turnover rates of the child care 
workforce in Germany appears to be lower: Viernickel et al. (2014) report an annually turnover 
rate of ca. 10%. However, this rate only represents one state in Germany and additional 
estimations are lacking.  
Despite the many adversities, studies have also shown that child care teachers report high 
levels of job satisfaction (Hall-Kenyon, Bullough, MacKay, & Marshall, 2014; Jungbauer & 
Ehlen, 2015; Kontos & Stremmel, 1988). Rudow (2004) has shown that child care teachers are 
very satisfied with their work as well as their profession. Researchers explain this apparent 
paradox through the high intrinsic rewards of child care work, e.g., the nature of the work itself 
and the children (Fuchs & Trischler, 2009; Hall-Kenyon et al., 2014; Kontos & Stremmel, 1988; 
Schreyer & Krause, 2016).  
 While child care teachers’ satisfaction will in all likelihood also be beneficial for the 
children, burnout, turnover intention, and a high turnover of child care teachers, will also affect 
not only the teachers themselves – which would entirely satisfy the need to advance research in 
this field –, but the children, too. In institutionalized child care, the basis for the child’s 
development is a secure, trusting relationship between a child and the particular child care 
teacher (Haug-Schnabel, Bensel, von Stetten, Weber, & Schnabel, 2008; Naumann, 2015). 
Stressed or burnt-out child care teachers are less responsive to the needs of the children and less 
able to interact in a nurturing fashion (Curbow et al., 2000). Child care teachers who intend to 
quit tend to invest less into their work (Balfour & Neff, 1993). Turnover, finally, disrupts the 
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relationship between child and child care giver. Consequently, burnout, turnover intention, and 
turnover of teaching staff have been associated with compromised child development (Helburn, 
1995; Huntsman, 2008; Love et al., 2003; Whitebook, Phillipsen, & Howes, 1989). 
 This thesis aims at advancing the current knowledge about the relationships between 
(perceived) working conditions and working environments, well-being, turnover intention, and 
turnover among child care teachers by addressing these issues in the child care workforce in the 
Swiss context. To date, no study exists that has investigated the Swiss child care workforce 
although its specifics – e.g., scarce public spending, private facilities, vocational education of 
staff – may add an interesting perspective to the current knowledge about the child care 
workforce.   
 
1.1.& State of research, research gaps, and contribution of this thesis 
 
 Compared similar professions such as school teachers or nurses, the body of research 
about child care teachers is narrow and limited. Moreover, while research focused on children’s  
experiences in early care and education settings is large and comprehensive (e.g., the literature 
review by Huntsman, 2008; Love et al., 2003), the number of studies about the child care 
workforce - whereby a healthy, motivated, and qualified workforce is a necessary prerequisite of 
high care quality and child development - is comparatively limited. For the literature review, this 
thesis draws on studies published in peer-reviewed journals as well as empirical and study 
reports. The largest share of available literature is on the workforce in the US and Canada and 
focuses, in particular, on an exploration of the phenomena of burnout and turnover (c.f. Goelman 
& Guo, 1998; Manlove, 1993; 1994; Manlove & Guzell, 1997; Torquati, Raikes, & Huddleston-
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Casas, 2007; Whitebook & Sakai, 2003). The U.S. and Canadian research takes, for the most 
part, focuses on the impact of these phenomena on the quality of early childhood services and 
children’s experiences, based on findings that that high turnover rates are associated with lower 
program quality and, in some studies, with adverse effects on child development. Hence, this 
research has aimed at improving care quality through improving the working conditions and 
well-being of child care teachers. The second largest research body pertains to the German child 
care workforce. The German research line originally stems from an occupational science 
perspective (e.g., Kliche, 2011; Schreyer & Krause, 2016; Viernickel et al., 2014); many of the 
studies have been conducted on behalf of the Union of Education and Science (e.g., Fuchs & 
Trischler, 2009; Rudow, 2004). These studies are primarily descriptive with an emphasis on the 
strain experienced by teaching staff. The German research is aimed at promoting policies to 
improve the working conditions and well-being of child care teachers as well as to encourage 
collective bargaining. A smaller literature body comprises the few studies published in peer-
reviews journals that have explored the Australian, Austrian, Danish, Greek, Norwegian, and 
Swedish child care workforce. While the majority of the studies on the child care workforce 
draws on small samples (e.g., Kontos & Stremmel, 1988; Manlove, 1994; Rentzou, 2012), a few 
studies assessed larger sample sizes (e.g., Royer and Moreau, 2015; Løvgren, 2016; Viernickel et 
al., 2014; Schreyer et al., 2016). Approximately a third of the studies employed an qualitative 
approach (e.g., Baumgartner, Carson, Apavaloaie, & Tsouloupas, 2009; Hackl et al., 2015). A 
majority of the studies pertain to specific small municipalities. There are narrative literature 
reviews on the topics burnout (Goelman & Guo, 1998), well-being (Hall-Kenyon et al., 2014), 
and turnover (Hale-Jinks, Knopf, & Kemple, 2006). Early care and education systems vary 
widely across countries and regions with respect to financing (state vs. parents), the education 
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and the social security system (e.g., length of maternity/paternity leave and thus age of children 
served), required qualifications for staff (ranging from no required qualification in Ireland to 
master's degrees in Greece), the development level of the early care and education sector and the 
profession, etc. (European Commission/EACEA/Eurydice/Eurostat, 2014; Organisation for 
Economic Co-operation and Development (OECD), 2014; Organisation for Economic Co-
operation and Development (OECD), 2016). Therefore, the informative value of the studies need 
to be put in perspective. 
 Up to now, far too little attention has been paid to the working experience of child care 
teachers across different contexts. Therefore, the understanding of the work experience of child 
care teachers and its associations with personal and structural characteristics is insufficient 
despite the documented importance of working conditions and environments for the well-being 
of child care teachers (OECD, n.d., Schreyer & Krause, 2016). While a somewhat larger body of 
research has examined burnout in different contexts (e.g., Goelman & Guo, 1998; Koch et al., 
2015; Løvgren, 2016), to date no single study on child care teachers' burnout exists that has 
examined higher level, e.g., child care center, correlates of burnout or that has taken the nested 
structure, i.e., child care teachers in child care centers, into account. However, studies among 
other professionals have shown that higher level characteristics, e.g., organizational, are 
associated with burnout levels beyond individual ones (Halbesleben & Leon, 2014). Although 
turnover rates of child care teachers are high across countries (e.g., OECD, n.d.; Sumsion, 2007) 
and turnover has presumably a detrimental effect on care quality (Helburn, 1995; Huntsman, 
2008; Love et al., 2003; Whitebook et al., 1989), only a few studies have addressed turnover 
intention and turnover among child care teachers so far. Among those, most studies pertain to the 
U.S. context and only a few employ a longitudinal approach. As a result, it is still unclear why 
  15 
child care teachers intend to leave and why they leave the job and the profession – or why they 
stay – across different contexts. Finally, the differences between the working experience and 
work-related attitudes and behavior of lead and assistant teachers have received only little 
scientific attention, even though the child care workforce is split into these two different groups 
in most countries (European Commission/EACEA/Eurydice/Eurostat, 20141; Organisation for 
Economic Co-operation and Development (OECD), 2010). Moreover, these studies have yielded 
inconsistent results (c.f. Bullough, Hall-Kenyon, & MacKay, 2012; Løvgren, 2016).  
 This thesis aims at addressing these research gaps in four consecutive steps. A first study 
seeks to contribute to the understanding of the working experience - in terms of perceived job 
resources and job demands - of child care teachers and its associations with personal and 
structural, i.e., child care center, characteristics. Based on a literature review, the study 
summarizes job resources, job demands and their personal and structural correlates in the child 
care workforce and compares them among lead and assistant teachers. A second study advances 
the knowledge about child care teachers' burnout by examining the clustering of child care 
teachers' burnout levels in child care centers and including child care center level characteristics 
drawing on the AWL (Leiter & Maslach, 2004). This is the first study that takes the nested data 
structure of child care teachers working in child care centers into account. A third study adds to 
the current body of knowledge by identifying crucial correlates of turnover intention based on 
the Job Resources-Demands (JD-R) model (Schaufeli & Bakker, 2004; Schaufeli & Taris, 2014). 
This study uses a large sample and distinguishes between assistant and lead teachers. 
Concomitantly, this study advances the extant knowledge about the JD-R model and the AWL 
by examining an additional occupational group based on these approaches. A fourth study 
expands the knowledge about turnover and retention of child care teachers by assessing turnover 
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and retention over the course of three years and by exploring the reasons for leaving and staying 
using qualitative analysis. The four studies investigate the working experience and the work-
related phenomena among child care teachers in an as of yet unexplored context, namely, the 
Swiss one. 
 A look at the Swiss child care workforce may expand the picture with a valuable 
perspective because the Swiss early care and education system can be located somewhere in the 
middle between the European and the U.S. early care and education context: Like in the United 
States, public subsidies are low and parental contributions are high in Switzerland (European 
Commission/EACEA/Eurydice/Eurostat, 2014; OECD, 2014); similar to many European 
countries, teaching in early care and education is a vocational profession – other than in the 
United States (European Commission/EACEA/Eurydice/Eurostat, 2014; OECD, 2010); like in 
the U.S., there are child care centers that are non-profit as well as for-profit ones in Switzerland 
but most are privately operated. Meanwhile, in  many European countries, most child care 
centers are run by the public hand (European Commission/EACEA/Eurydice/Eurostat, 2014; 
Mullis et al., 2003). The section “Early care and education in Switzerland" provides more 
detailed information on early care and education settings in Switzerland. 
 
1.2 This thesis  
 
 Generally, child care teachers appear to be satisfied with their jobs, but appear to face 
relatively poor working environments, working conditions, and to struggle with poor health. 
Moreover, the state of research on the child care workforce is fragmented and narrow. To 
advance the extant knowledge about the child care workforce, this thesis aims at exploring job 
demands, job resources, burnout, turnover intention, turnover, and retention among child care 
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teachers in the Swiss context using a large sample and different methods. To pursue these aims, 
chapter 2 outlines the theoretical background of this thesis. Chapter 3 presents the aim and 
research questions raised, before chapter 4 describes the methods applied to investigate these 
questions. Chapter 5 reports the first study that explores job demands and job resources and their 
personal and structural correlates among lead and assistant teachers. The next chapter, chapter 6, 
presents the second study that investigates the clustering of burnout symptoms in child care 
centers and individual and organizational correlates of burnout symptoms of child care teachers. 
Chapter 7 portrays the third and fourth study: Study 3 explores child care teachers' turnover 
intention based on the Job Demands-Resources model and study 4 investigates turnover and 
retention and their reasons of teaching staff 3 years later. In closing, chapter 8 discusses the 
results of this thesis and highlights its strengths and limitations before drawing a conclusion. 
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2.&Theoretical background 
 
 This thesis draws on two different approaches in order to explore the work experience, 
well-being, and turnover and retention of child care teachers: The Job Demands-Resources 
model (JD-R) (Bakker & Demerouti, 2007; Demerouti, Bakker, Nachreiner, & Schaufeli, 2001; 
Schaufeli & Taris, 2014) and the Areas of Worklife (AWL) by Leiter and Maslach (2004). The 
models are used to reflect on the relationship between work and worker's health from two 
perspectives. The approaches represent two different influential traditions in occupational stress 
models. The JD-R model falls into the tradition of job design models and the concept of the 
Areas of Worklife falls into the tradition of person-environment-fit models (P-E). Job design 
models propose that extent and relation of job characteristics, e.g., job security, role clarity, 
emotional demands, have an influence on workers´ health (Van den Broeck, Ruysseveldt, 
Vanbelle, & Witte, 2013). Person-environment-fit models, however, postulate that the alignment 
between individual (person) and job (environment) leads to positive work-related outcomes 
respectively a misalignment leads to negative work-related outcomes (Caplan & Harrison, 1993; 
Edwards, 1998; Goštautaitė & Bučiūnienė, 2010).  
On the one hand, this chapter provides an overview over the history, development, and 
theoretical assumptions of the JD-R model and the AWL as well as the constructs explored in 
this thesis. On the other hand, this chapter outlines how these theoretical approaches can be 
applied to the child care workforce. 
  
  19 
2.1 The Job Demands-Resources Model 
 
 The Job Demands-Resources Model (JD-R) integrates different influential occupational 
stress models and psychological theories into a holistic model to outline how working conditions 
influence workers’ health (Demerouti et al., 2001; Schaufeli & Taris, 2014). First, the JD-R 
model (Demerouti et al., 2001) described the development of burnout; later, an extension of the 
model also predicted the development of work engagement and associated negative and positive 
outcomes. The inclusion of positive states reflects the general shift in psychology towards a 
positive psychology (Luthans & Youssef, 2007; Schaufeli & Bakker, 2004; Schaufeli & Taris, 
2014). The JD-R model used here is mainly based on the revised JD-R model conceptualized by 
Schaufeli and Bakker (2004), but further modified to meet the research interest of this thesis and 
the specifics of the child care workforce. A great number of cross-sectional and a handful 
longitudinal studies have lent support to the robustness of the JD-R model for a snapshot as well 
as for a development over time (Schaufeli & Taris, 2014; Van den Broeck et al., 2013). The 
empirical studies have shown that the assumptions of the JD-R hold across different occupations, 
countries, and cultures as well as for different indicators of strain and well-being and many 
outcomes (Korunka, Kubicek, Schaufeli, & Hoonakker, 2009; Llorens, Bakker, Schaufeli, & 
Salanova, 2007; Schaufeli & Taris, 2014; Van den Broeck et al., 2013;). The JD-R model 
belongs to a tradition of occupational stress models that is based on the notion that jobs can be 
described by job demands and job resources along with the Demands-Control model (DC-M) 
(Karasek, 1979) and the Effort-Reward Imbalance model (ERI) (Siegrist, 1996). In contrast to 
the JD-R model, the DC-M and ERI limit the job demands and job resources included.  
 The main assumption of the JD-R says that job characteristics can be classified into two 
meaningful categories: job demands and job resources. Job demands are “those physical, social, 
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organizational aspects of the job that require sustained physical or mental effort and therefore 
associated with certain physiological and psychological costs” (Demerouti et al., 2001, p. 501). 
According to Hockey’s (1993) model of compensatory control workers need to make additional 
effort to meet work goals and maintain performance if job demands are high. This effort has 
physical and psychological costs and may lead to fatigue and irritability (Schaufeli & Taris, 
2014). Job demands are not necessarily negative but they may turn into stressors if workers lack 
adequate resources to recuperate from the demands (Bakker & Demerouti, 2007). Examples of 
job demands include work pressure, workload, and emotionally demanding interactions with 
clients (Bakker & Demerouti, 2007; Van den Broeck et al., 2013). Job resources, on the other 
hand, are “those physical, social, or organizational aspects of the job that may do any of the 
following: (a) be functional in achieving work goals; (b) reduce job demands and the associated 
physiological and psychological costs; (c) stimulate personal growth and development" 
(Demerouti et al., 2001, p. 501). The inclusion of job resources follows the notion of health-
protecting factors (Antonovsky, 1987) and what maintains workers' health against the 
background of high demands (Richter & Hacker, 1998). Examples of job resources include 
autonomy, social support by co-workers, and pay (Bakker & Demerouti, 2007; Van den Broeck 
et al., 2013). Because the classification into job demands and job resources is somewhat 
inconsistent throughout the literature (Van den Broeck et al., 2013), Schaufeli and Taris (2014) 
propose classifying job characteristics according to their value: job demands are job 
characteristics that are negatively valued and job resources are job characteristics that are 
positively valued.  
Based on this classification, the JD-R model postulates that job demands and job resources 
evoke two different psychological processes (Schaufeli & Taris, 2014; Van den Broeck, 
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Vansteenkiste, De Witte, & Lens, 2008). The energetic process (or health impairment process) 
refers to the pathway from job demands mediated through strain, e.g., burnout, to negative 
outcomes. Sustained excessive demands are likely to overtax the energy of workers and deplete 
and drain them of energy and lead to strain. Strain, in turn, leads to negative organizational 
outcomes, e.g., health decline, sick leave, turnover intention (Schaufeli & Taris, 2014). The 
motivational process, on the other hand, refers to the pathway between job resources and positive 
organizational outcomes, e.g., performance, mediated through well-being (Schaufeli & Taris, 
2014). In line with the effort-recovery theory (Meijman & Mulder, 1998) the JD-R model 
assumes that high job resources motivate workers. Besides these two effects, the revised JD-R 
model postulates, that the job resources also directly reduce the exhaustion associated with job 
demands (Schaufeli & Bakker, 2004; Schaufeli & Taris, 2014). This is based on the observation 
that the effect of job resources is particularly strong, if the job demands are high, and job 
demands are closely associated with burnout if job resources are low (Bakker, Demerouti, Taris, 
Schaufeli, & Schreurs, 2003). Empirical studies have largely supported the two distinct paths and 
the mediations (Korunka et al., 2009; Schaufeli & Bakker, 2004), even though a handful of 
studies only found partially mediated pathways (Schaufeli & Taris, 2014). 
 I expand the JD-R model for this thesis twofold. First, I include antecedents of job 
demands and job resources drawing on the model which Viernickel et al. (2014) used to 
investigate German child care teachers. These antecedents are personal and structural 
characteristics that are hypothesized to shape the job demands and job resources of child care 
teachers (Viernickel et al., 2014). Personal characteristics are characteristics of the person, e.g., 
age, working experience, and structural characteristics are features of the child care center, e.g., 
work space, adequate staffing, that are given; job resources and job demands, however, emerge 
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during the work and reflect the work experience or work process, e.g., support by co-workers, 
time pressure, role clarity. This distinction also reflects the classification used in most early 
childhood research where structural characteristics, e.g., child-to-staff ratios, educational 
background of teachers, pay, are hypothesized to influence the children's experiences, e.g., 
interactions between child care teachers and children, in child care (National Institute of Child 
Health and Human Development (NICHD) Early Child Care Research Network, 2002). Second, 
I add turnover respectively retention as a consequence of turnover intention because empirical 
evidence suggests that turnover intention is the single best predictor of actual turnover (e.g., 
Bothma & Roodt, 2013). Figure 1 depicts the modified Job Demands-Resources model used in 
this thesis. 
 
Figure 1: The modified Job Demands-Resources model 
2.2 The Job Demands-Resources model in the child care workforce 
 
One of the advantages of the JD-R model compared to its forerunners is that the model includes 
any possible job demand and job resource in a particular profession (Bakker & Demerouti, 2007; 
Demerouti et al., 2001). The authors emphasize that the JD-R model is a heuristic framework for 
thinking about the relationship between work and workers' well-being that is adaptable to every 
profession (Bakker & Demerouti, 2007; Schaufeli & Taris, 2014). Consequently, this thesis 
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includes personal und structural characteristics and job characteristics in the JD-R model that 
reflect the work in institutionalized child care based on a literature review.  
 
2.2.1 Personal characteristics and structural characteristics 
 
The revised Job Demands-Resources model used in this thesis (see Figure 1) distinguishes 
between personal and structural characteristics that are set. Personal characteristics include for 
example the work experience or attitude toward center-based child care and structural 
characteristics include properties of the child care center such as employment conditions and 
staffing levels. Job demands and job resources, however, are job characteristics that arise during 
the work process, e.g., time pressure or support by co-workers. The JD-R model used in this 
thesis assumes that personal and structural characteristics shape the job demands and job 
resources (see Figure 1). In the body of literature on child care teachers a number of personal 
characteristics of the teachers are associated with the work experience and associated outcomes. 
First, longer job tenure and higher age have been associated with more job satisfaction and lower 
turnover among child care teachers (Guzell & Manlove, 1997; Jorde-Bloom, 1988; Kusma, 
Groneberg, Nienhaus, & Mache, 2012; Royer & Moreau, 2015). Second, higher education levels 
of child care staff have been related to lower turnover rates, while higher wages were associated 
with staff retention (Torquati et al., 2007; Whitebook & Sakai, 2003) . Third, the motivation for 
child care work was the only significant predictor for the intent to stay in a study by Torquati, et 
al. (2007). However, personal characteristics appear to play a subordinate role compared to 
structural characteristics (Schreyer & Krause, 2016; Viernickel et al., 2014). 
 Most research points out that the structural characteristics of the particular child care 
center are key to the work experience of child care teachers (e.g., Goelman & Guo, 1998; Hale-
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Jinks et al., 2006; Schreyer & Krause, 2016; Viernickel et al., 2014). An extensive literature 
review suggests nine distinct categories of child care center (structural) characteristics that may 
inform job demands and job resources. (1) Adequate staffing: The number of staff in relation to 
children (low child-to-staff ratios) and the high qualification level of staff have both been 
associated with a positive work experience of child care teachers (Baumgartner et al., 2009; 
Curbow et al., 2000; Jungbauer & Ehlen, 2015; Mauz, Schumann, Viernickel, & Voss, 2013; 
Morris & Helburn, 2000; Whitebook & Sakai, 2003). (2) Support by the governing agency: Child 
care teachers experience a lack of support by the governing agency as a strain (Kliche, 2011; 
Rudow, 2004). (3) Adequate work space: Aspects of the work space that have been strenuous for 
child care teachers include lack of dedicated space for breaks, preparation and planning, lack of 
noise protection, and lack of adult-sized furniture (Gratz & Claffey, 1996; Koch et al., 2015; 
Rudow, 2004). (4) A clearly articulated pedagogical approach: A pedagogical approach 
contributes to a positive work experience of child care teachers (Viernickel et al., 2014). (5) 
Employment conditions: Many studies have shown that favorable employment conditions such as 
adequate working hours, further education opportunities are associated with a positive work 
experience of child care teachers (Goelman & Guo, 1998; Schreyer & Krause, 2016; Viernickel 
et al., 2014). (6) Reserve pool: The deployment of floaters and substitutes appears to reduce the 
demands on child care teachers (Strober, Gerlach-Downie, & Yeager, 1995; Viernickel et al., 
2014). (7) Characteristics of the children: The age and the behavior of the children as well as the 
time they spend in child care have been associated with the work experience of child care 
teachers (Curbow et al., 2000; Machmutow, Schöllhorn, Simoni, Perren, & Meierhofer, 2013). 
(8) Appreciation: The low recognition of child care work has been negatively associated with a 
good work experience of child care teachers (Goelman et al., 2006; Viernickel et al., 2014). (9) 
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Planning and preparation time: The amount of planning and preparation time was positively 
associated good working experience (Hackl et al., 2015; Strober et al., 1995; Viernickel et al., 
2014). 
 
2.2.2 Job demands 
 
Today, the child care profession is radically shifting. In its beginnings, the focus of the 
profession was on care and keeping children safe and healthy (Grob-Menges, 2009). Nowadays, 
child care work is expected to educate children and contribute to preparing them for school 
(Naumann, 2015). This reflects a wider social tendency to prefer educationally valuable activities 
to unstructured play and facilitating early care-arrangements that will result in success in school 
(Naumann, 2015). Moreover, the authorities and the market demand an increasing amount of 
paper work such as documenting children's development or integrating new educational concepts 
(Schreyer et al., 2016; Jungbauer & Ehlen., 2015). Several institutions promote so-called quality 
labels for child care centers adding an ongoing quality assessment and activities linked to 
attaining and keeping these labels. While these developments could signify a step towards 
increased recognition of the profession hand in hand with enhanced care quality, they only 
appear to present an additional burden to be shouldered by the staff. Child care teachers and 
directors complain that these demands are not accompanied by any additional financial and 
temporal resources, but only increase the work volume (Jungbauer & Ehlen, 2015; Schreyer & 
Krause, 2016).  
 In general, researchers suggest that child care teachers are not burdened by one single big 
demand, but by the accumulation of many minor demands (Kusma et al., 2012; Viernickel et al., 
2014). Following Khan’s (2002) meta-analysis of the health of German child are teachers, this 
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thesis classifies the demands in child care work into two categories: Quantitative demands and 
qualitative demands. Quantitative job demands are all demands associated with time. Studies 
about the child care teacher workforce highlight especially a lack of time for important tasks 
such as preparation and planning, breaks, conversation in the team, individual interactions with 
the children (Hackl et al., 2015; Khan, 2009; Koch et al., 2015; Viernickel et al., 2014; 
Whitebook, 1999) and indicate that child care teachers have to work under high time pressure 
(Curbow et al., 2000; Khan, 2009); a trend that may be increasing considering the developments 
mentioned above. An additional demand is the long working hours spent with children (Maslach 
& Pines, 1977; Shpancer et al., 2008). Qualitative demands, on the other hand, are demands that 
are associated with the complexity and variety of tasks and duties as well as the alignment of 
skills and tasks (Khan, 2009). Child care teachers report that their work includes manifold tasks 
requiring different skills and expertise such as social skills, pedagogical skills, and administrative 
skills (Curby, Boyer, Edwards, & Chavez, 2012; Khan, 2009). Additionally, some teachers 
report that they need to complete tasks they feel not adequately prepared for (Rudow, 2004). 
 
2.2.3 Job resources 
 
While a significant share of the research on the child care workforce has focused on 
stressors and negative job characteristics and outcomes, some research also identified job 
characteristics acting as resources among child care teachers. Team climate. Studies have shown 
that child care teachers who reported better co-worker relations were more satisfied with their 
job than their colleagues and reported less emotional exhaustion (Jorde-Bloom, 1988; Jungbauer 
& Ehlen, 2015; Kusma et al., 2012; Løvgren, 2016). Leadership quality. In a similar vein, 
leadership quality and support by supervisors and administration were related to higher job 
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satisfaction and lower turnover (Bloom, 1988; Fuchs & Trischler, 2009; Jungbauer & Ehlen, 
2015; Hale-Jinks et al., 2006; Kusma et al., 2012). Job control. Job control refers to the extent of 
decision-scope on what work to do and how to do it (Taris, Stoffelsen, Bakker, Schaufeli, & van 
Dierendonck, 2005). Some studies have highlighted that child care teachers like the autonomy 
their work affords them, e.g., planning projects, the daily activities etc. (Hackl et al., 2015; 
Jungbauer & Ehlen, 2015). Moreover, perceived high autonomy was positively associated with 
psychological well-being among child care teachers (Royer & Moreau, 2015). Nonetheless, 
Viernickel et al. (2014) have also shown that child care teachers feel restricted by the daily 
routines such as the morning circles, meal times etc. Role clarity. Role clarity refers to the extent 
a worker can identify her duties, tasks, and responsibilities (Bond, Flaxman, & Loivette, 2006). 
Researchers have repeatedly identified role clarity or its opposite - role ambiguity - as being 
correlated with lower burnout levels among child care teachers (Løvgren, 2016; Manlove, 1993, 
1994).  
 
2.2.4 Mediators 
 
Schaufeli and Bakker (2004) originally conceptualized the JD-R including burnout as the 
mediator of the energetic pathway and work engagement as the mediator of the motivational 
pathway. The growing body of research suggests broadening the mediators to strain and well-
being (Schaufeli & Taris, 2014).  
Burnout 
 
In the early days of the research on burnout, Maslach and Pines (1977) and other 
researchers (cf., the meta-analysis by Goelman & Guo, 1998) investigated child care teachers as 
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a prototypical group suffering from burnout because child care teachers face high emotional 
demands and have close interactions with children, co-workers, and parents. Emotional demands 
and close interactions with people were considered a main source for the development of burnout 
(Maslach, Schaufeli, & Leiter, 2001). Forty years later, contemporary studies indicate that 
burnout levels among child care teachers still exceed those of other professionals (Jungbauer & 
Ehlen, 2015; Løvgren, 2016; Sjödin, Kjellberg, Knutsson, Landström, & Lindberg, 2012; 
Viernickel et al., 2014), but the interest of burnout researchers in this occupational group appears 
to have faded.  
 Different definitions of burnout have emerged during the past four decades (e.g., Borritz 
et al., 2006; Maslach & Jackson, 1981; Shirom & Melamed, 2006). They share the notion that 
burnout is an affective reaction to on-going cumulative occupational demands. Burnout 
manifests as a profound fatigue due to “a fundamental disconnect between the worker and the 
workplace” (Leiter & Maslach, 2004, p. 91). However, the definitions vary with respect to the 
expression and the number of dimensions included (Borritz et al., 2006; Maslach et al. 2001; 
Maslach & Jackson, 1981; Shirom & Melamed, 2006). Kristensen et al. (2005) and Shirom and 
Melamed (2006) postulate that burnout equals emotional exhaustion, i.e., a severe depletion of 
emotional and physical resources. In contrast to this conceptualization, the most prominent 
definition by Leiter and Maslach (2004) includes two additional dimensions: cynicism (also 
depersonalization) and inefficacy (also reduced accomplishment). However, Kristensen et al. 
(2005) and Shirom and Melamed (2006) argue that the three dimensions emotional exhaustion, 
cynicism, and inefficacy are associated with different precursors and correlates (Alarcon, 2011; 
Kristensen, Borritz, Villadsen, & Christensen, 2005) and, thus, burnout should only represent 
emotional exhaustion. This thesis follows the definition by Kristensen et al. (2005) and Shirom 
  29 
and Melamed (2006), because emotional exhaustion has been established to be the core of 
burnout (Kristensen et al., 2005; Løvgren, 2016; Maslach et al., 2001); because emotional 
exhaustion is most strongly related to teaching (Näring, Vlerick, & Van de Ven, 2012), and most 
pronounced among child care teachers (Jungbauer & Ehlen, 2015; Rentzou, 2012).  
Job satisfaction 
 
A handful of studies about the child care workforce have addressed child care teachers' 
job satisfaction, e.g., Jorde-Bloom, 1986; Kusma et al., 2012, but these studies belong to the 
minority of studies investigating positive characteristics and attitudes despite the high level of 
job satisfaction in this occupational group (Fuchs-Rechlin, 2010).  
 Job satisfaction can be conceptualized as “the pleasurable emotional state resulting from 
the appraisal of one’s job as achieving or facilitating the achievement of one’s job values” 
(Locke, 1969, p. 316). Satisfaction can refer to any aspect of the job, e.g., the working conditions 
or the possibility to reconcile family and work (Locke, 1969). Because satisfaction with working 
conditions, work, and pay have been concomitant with positive outcomes among child care 
teachers throughout the research (Stremmel, Benson, & Powell, 1993), this thesis includes the 
aspects working conditions, work, and pay. The majority of the extant research on job 
satisfaction among different occupational groups (Avanzi, Fraccaroli, Sarchielli, Ullrich, & van 
Dick, 2013; Tett & Meyer, 1993; Tschopp, Grote, & Gerber, 2013) as well as among child care 
teachers (Gable, Rothrauff, Thornburg, & Mauzy, 2007; Hale-Jinks et al., 2006; Stremmel, 1991) 
has shown that job satisfaction and turnover intention are closely negatively associated.  
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2.2.5 Outcomes 
 
Different studies have modeled different outcomes in the Job Demands-Resources model, 
e.g., health problems (Schaufeli & Bakker, 2004), organizational commitment (Llorens et al., 
2007), absences (Bakker, Demerouti, de Boer, & Schaufeli, 2003), as well as turnover intention 
(Schaufeli & Bakker, 2004). The revised JD-R model used in this thesis (see Figure 1) models 
turnover intention and, in turn, turnover and retention as outcomes. This is in line with the aim of 
this thesis to explore why child care teachers stay or leave. Therefore, this section discuss the 
state of research about turnover intention, turnover, and retention among child care teachers. 
Turnover intention  
 
Studies often explore turnover intention instead of turnover because the construct is the 
single best predictor of turnover and more accessible than actual turnover, e.g., it is possible to 
investigate it in cross-sectional designs (Bothma & Roodt, 2013; Mor Barak, Levin, Nissly, & 
Lane, 2006). Most studies on the child care workforce have also investigated turnover intention 
(e.g., Gable et al., 2007; Schreyer & Krause, 2016; Stremmel, 1991). 
 Turnover intention is an organizational outcome that involves different attitudes and 
behaviors such as the desire to leave, the search for alternative job opportunities, and withdrawal 
(Bothma & Roodt, 2013). Moreover, turnover intention is the best predictor for turnover 
(Korunka et al., 2009; Rothma & Roodt, 2013). The studies on child care teachers identified job 
alternatives, lower job tenure, low pay satisfaction, poor working conditions as correlates of 
turnover intention (Manlove & Guzell, 1997; Schreyer & Krause, 2016; Stremmel, 1991). 
However, a smaller number of studies found no significant association between pay and turnover 
intention (Manlove and Guzell, 1997; Torquati et al., 2007). The authors explain their findings 
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by a lack of alternative job opportunities in the region (Manlove and Guzell, 1997) and lack of 
variability of wages (Torquati et al., 2007). 
Turnover 
 
 The few studies that investigate actual turnover of child care teachers have identified 
emotional exhaustion, low wages, little stability among team members, dissatisfaction with work 
environment and work, bad relationship to the supervisor as reasons for turnover (Manlove & 
Guzell, 1997; Wells, 2014; Whitebook & Sakai, 2003). Turnover has several expressions that 
may be associated with different reasons and consequences: job turnover, position turnover, 
occupational turnover, and natural turnover (cf. Whitebook & Sakai, 2003). While job turnover 
is a withdrawal from a specific work situation, occupational turnover is a withdrawal from the 
career as whole (cf. Whitebook & Sakai, 2003). Position turnover, however, is not a withdrawal 
behavior, but advancement or change to a new position in the same work situation, e.g., 
assuming new responsibility. Finally, natural turnover – a turnover type characteristic for the 
Swiss formal education system in early care and education – is not a deliberate decision by the 
worker, but a necessary step because assistant teachers need to change to a job adequate to their 
new qualification (see also the sections “Early care and education" and “Lead and assistant 
teachers") (Verband Kinderbetreuung Schweiz (Kibesuisse), 2014). 
Retention  
 There is little research addressing retention in general and this also applies to retention 
among child care teachers. Although retention is also a deliberate decision for which empirical 
evidence suggests that distinct reasons cause workers to stay rather than leave (Manlove & 
Guzell, 1997; Mor Barak et al., 2006). One exception is a study by Wells (2014) that found that 
Head Start teachers stayed more frequently if they felt happy, had a good relationship with their 
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supervisor, liked the work environment, and had a higher level of education than their 
counterparts who left. 
 
2. 3 The Areas of Worklife  
 
The Areas of Worklife (AWL) stands in the tradition of the Person-environment fit models 
(P-E). Historically, P-E models are based on the concept of congruence in vocational guidance 
introduced by Parsons (1909) and the axiom by Lewin (1935) “that behavior is a function of the 
person and the environment” (Goštautaitė & Bučiūnienė, 2010, p. 1). The P-E approach 
postulates that incongruence or misfit of person and environment leads to stress and other 
negative outcomes (Edwards, 1998). Person-job fit models are a specific expression of the P-E 
models whereby the job represents the environment (Kristof-Brown, 2007). The AWL is a 
person-job fit model that is based on the observation that a mismatch between the person and the 
job in six areas of worklife contributes to burnout (Leiter & Maslach, 2004; Maslach et al., 
2001). These six areas are workload, control, reward, community, fairness, and values. See 
Figure 2. 
 
Figure 2: The concept of the Areas of Worklife 
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2.3.1 The Areas of Worklife in the child care workforce 
 
Leiter (2015) emphasizes that the AWL have a specific expression in a profession. The 
worklife area control refers to job control as well as associated concepts such as role conflict and 
role ambiguity (Leiter & Maslach, 2004). Child care workers need to perform different roles and 
tasks at the same time - they need to be responsive to the children, the parents and their 
supervisors and complete administrative and pedagogical tasks at the same time. Additionally, 
teachers of different status (lead teachers, interns, trainees)1 and also directors care for a group of 
children together. Consequently, control issues such as role conflict and ambiguity have been 
found to be stressors and associated with burnout among child care teachers (Khan, 2009; 
Manlove, 1994; Rudow, 2004). The worklife area reward refers to monetary and non-monetary 
appreciation of the work (Maslach et al., 2001). As outlined before, child care teachers feel 
poorly rewarded for their work with respect to pay, as well as recognition. Poor recognition and 
poor pay have both resonated with negative work-related outcomes in the child care research 
(Goelman & Guo 1998; Rudow 2004; Whitebook et al., 1989; Whitebook et al., 2014). The 
worklife area workload refers to the amount of work that needs to be performed in a given time 
(Leiter & Maslach, 2004; Maslach & Leiter, 1997). In child care, the workload is mainly 
dependent on the child-to-staff ratio because the amount of work increases gradually with more 
children per teacher, e.g., conversations with parents, documentation or individual interactions 
that multiply with a higher number of children (Maslach & Pines 1977; OECD, n.d.; Viernickel 
et al. 2014). As child care is labor-intensive work because most of the costs cover the child care 
                                                
 
1 See section “lead and assistant teachers” for an explanation of these terms. 
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teachers, adequate staffing level are a pervasive theme in care research. The worklife area 
community refers to the quality of social interactions at work and the sense of support and a self-
perception as being part of a team (Leiter & Maslach 2004). For child care teachers, I assume 
that their main sense of community results from their relations with their co-workers and 
supervisors – the adults in their work environment. Studies have shown that child care teachers 
look for support from their team members and to a lesser degree by their supervisors (Barford & 
Whelton, 2010; Kontos & Stremmel, 1988; Kusma et al., 2012). The worklife area fairness refers 
to the perception of a fairly run and respectful workplace, e.g., for decision-making and the 
treatment of the staff (Leiter & Maslach, 2004). In child care work, teams are often small and 
relationships between directors and employers are close which may promote informal decision 
structures and unfair treatment. Additionally, the low requirements with respect to personnel 
management for directors may promote an unprofessional treatment (Schulthess, 2009). Finally, 
the sixth worklife area is values that means that one’s own beliefs, goals, and convictions are in 
line with those of the organization (Leiter & Maslach, 2004). Studies have highlighted the 
importance of intrinsic rewards for child care teachers which suggests that values, such as those 
reflected in the pedagogical approach of a child care center, matter strongly.  
 
2.4 A critical discussion of the theoretical approaches 
   
 In this subchapter, I will compare the two theoretical approaches used and address some 
of their limitations. Both models offer a framework for thinking about the relationship of work 
and workers’ well-being. While the JD-R model evolved from a model predicting burnout into a 
conceptual model predicting many different positive and negative organizational outcomes, the 
AWL exclusively predicts burnout. Thus, the JD-R model has a broader scope than the AWL. 
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 The basic assumption of the JD-R model is that the extent and relation of job 
characteristics - divided into job resources and job demands - shape the work-related well-being, 
attitudes, and behavior. The AWL, however, assumes that a misfit or incongruence of person and 
job in the six worklife areas leads to burnout. Hence, personal characteristics play a more 
important role in the AWL than in the JD-R. The revised JD-R model (Schaufeli & Bakker, 
2004; Schaufeli & Taris, 2014) rather postulates a uniform impact of job characteristics on 
workers. Recently, researchers have discussed including personal resources, e.g., self-efficacy, 
self-esteem, in the JD-R model as antecedents of job demands and job resources, as moderators, 
as mediators, as “third variables", or any combination thereof (Schaufeli & Taris, 2014; 
Xanthopoulou, Bakker, Demerouti, & Schaufeli, 2007). This is a somewhat vague approach to 
addressing personal resources in the JD-R model. However, the modified JD-R model used in 
this thesis included personal characteristics as antecedents of job resources and job demands to 
take personal characteristics into account.  
 The central components of the two models are the job resources and job demands in the 
JD-R and the worklife areas in the AWL. Additionally, the modified JD-R used in this thesis 
distinguishes between structural characteristics and job resources and job demands. While the 
number and type of structural characteristics, job resources and job demands in the JD-R model 
are unlimited, there are six worklife areas. Therefore, the JD-R model offers more flexibility and 
allows for integrating any characteristics specific to an occupation, while the AWL is not 
exhaustive and thus may overlook areas, such as emotional or physical demands, associated with 
burnout. However, the JD-R provides little guidance on how to choose or specify the job 
characteristics in the model which may result in a random selection of job characteristics. 
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 Moreover, while the job characteristics included in the JD-R model are neatly defined 
characteristics (c.f. Schaufeli & Taris, 2014), the six worklife areas represent very broad 
categories. The worklife area control, for example, encompasses job characteristics that the JD-R 
model would classify into distinct characteristics, e.g., job control and role clarity (Schaufeli & 
Taris, 2014). This distinction may be more instructive than one broad category that comprises 
very distinct features. The job characteristics of the JD-R model have their limitations, too. Van 
den Broeck et al. (2013) suggest that it may not be the extent of a job demand, but the type of the 
demand that is decisive for a job demand being a burden or a challenge to a worker. While a 
burden cannot be overcome, a challenge can be overcome and contribute to work engagement 
(Van den Broeck et al., 2013). However, it is still unclear which demands are a challenge and 
which ones are a hindrance (Van den Broeck et al., 2013). This distinction may be associated 
with inconsistencies of classifying job characteristics into job resources or job demands (Van den 
Broeck et al., 2013). Additionally, it appears plausible that characteristics of the person also 
influence whether a job demand poses a challenge or constitutes a hindrance to an individual. At 
this point, the assumption of the AWL that the congruence or incongruence between person and 
job (characteristic) is relevant may be instructive.  
 Finally, the direction of the relationship between job characteristics and work-related 
outcomes and the misfit between person and job in the six worklife areas and burnout are both 
postulated to be unidirectional. For the JD-R model, empirical evidence suggests that the 
relationships between job characteristics, mediators, and outcomes in the JD-R model are 
reciprocal (Schaufeli & Taris, 2014). This may also explain why the classification of job 
characteristics and outcomes has been somewhat inconsistent, e.g., work-home interference was 
modeled as a job demand as well as an outcome (Van den Broeck et al., 2013). For the AWL, the 
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relationships may be also reciprocal because burnout may increase an incongruence or misfit 
between the person and a certain worklife area. These inconsistencies and limitations suggest 
that the relationship between work and workers' health may be more complex – and reciprocal – 
than modeled either in the JD-R model or the AWL. Nonetheless, both approaches offer a sound 
framework for reflecting on the relationships between work and worker's well-being.  
 
2.5 Institutionalized early care and education in Switzerland 
 
 As described in the introduction, the early care and education sector is very young in 
Switzerland (Netzwerk Kinderbetreuung & Kibesuisse, 2015); it mainly expanded over the last 
15 years. The Swiss system splits care and education for children into a pre-school and school 
system. While the public hand operates the care and education facilities for children aged 4 years 
and older – after they enter kindergarten – early care and education facilities are mostly left to 
the private, voluntary, and independent sector representing a mixed economy of services 
(Bundesamt für Sozialversicherungen, 2017). Because early care and education facilities vary 
widely across the 26 cantons and municipalities, I will focus on the early care and education 
sector in the City of Zurich where the studies for this thesis took place. Child care centers serve 
the vast majority of young children in the city of Zurich. The public hand operated only 3% of all 
child care centers in the City of Zurich in 2013.2 The remaining child care centers were operated 
                                                
 
2 The statements report the situation in 2012/2013 when the first study of this thesis took place. 
The estimations are based on records provided by the Department for Social affairs, city of 
Zurich, that are not published or publicly accessible.  
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by associations (54%), limited liability companies and private companies offering child care for 
their employees (39%), foundations (3%), and cooperatives (3%). Sixty-five percent of the 
centers were non-profit and 35% for-profit. In total, 114 different governing agencies operated 
child care centers indicating that most agencies only operate one or two centers. Out of the total 
273 child care centers, the government financially supported 205 centers (75%) – these child 
care centers are the population of the studies (Stadt Zürich Sozialdepartement, 2013). The child 
care centers offered between 10 and 147 places for children on a daily basis and served 65% of 
the children aged 3 months to 5 years in the city (Stadt Zürich Sozialdepartement, 2014b). Fifty-
six percent of the children attend child care centers one or two days a week (Bundesamt für 
Sozialversicherungen, 2017).  
 Teaching in early care and education is a vocational profession in Switzerland (Flitner, 
2009). The usual career path for a child care teacher goes like this: A young woman3 enters the 
profession doing an internship in a child care center, after a year she becomes a trainee and starts 
an apprenticeship in the same child care center. This 3-year apprenticeship consists of vocational 
pedagogical college and supervised work in the center. After completing the apprenticeship, she 
holds a vocational level diploma and is authorized to work as a lead teacher in institutionalized 
child care (Verband Kindertagesstätten der Schweiz (KITAS/ASSAE/ASSAI), 2008). In total, 
about 44% of staff in Swiss child care centers are either interns or trainees and the remaining 
56% are lead teachers (Bundesamt für Sozialversicherungen, 2017). 
                                                
 
3 Child care work lies to 95% in women's hands in Switzerland, therefore this thesis uses female 
expression throughout - men are always included.  
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2.6 Lead and assistant teachers 
 
 The child care workforce in most industrialized Western countries can broadly be 
classified based on their education and role in (1) lead teachers and (2) assistant teachers4 
(European Commission/EACEA/Eurydice/Eurostat, 2014; OECD, 2010).5 The percentage of 
assistant teachers is up to 50% in many countries (Andersson & Gørtz, 2010; Bovolenta, 2013; 
European Commission/EACEA/Eurydice/Eurostat, 2014; Sumsion, 2007). Whereas lead 
teachers usually have completed some kind of formal education, assistant teachers usually have 
no or only limited professional education (OECD, 2010). The different education levels of each 
group usually correspond with different tasks, duties, and responsibilities (OECD, 2010). 
However, educational requirements, tasks, as well as composition of staff differ greatly from 
country to country (European Commission/EACEA/Eurydice/Eurostat, 2014; OECD, 2010).  
 For the Swiss context, I refer to child care teachers holding a vocational college diploma 
in early care and education as ‘lead teachers’ and interns and trainees as ‘assistant teachers’. In 
Switzerland, lead teachers plan the daily activities according to the curriculum, document 
children's development, supervise assistant teachers, and are in charge of the day care center. 
                                                
 
4 Whereas lead teachers are also referred to as “education or care staff” and “child care workers” 
and assistant teachers are referred to as “auxiliary staff” (European 
Commission/EACEA/Eurydice/Eurostat, 2014; OECD, 2010), this thesis uses the terms used 
more commonly in research. This inconsistent naming may be an indicator for the differences 
between different national systems. 
5 The OECD (2010) makes use of a third category, the pre-primary/primary teacher. This 
category is not relevant for this thesis because teachers taking this role are not subject of the 
investigation.  
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Assistant teachers, however, mainly take on a supporting role, helping the lead teachers by 
organizing transitions and nap time, and carrying out the daily activities 
(KITAS/ASSAE/ASSAI, 2008).  
 The small body of research addressing differences in the working experience and work-
related outcomes between lead and assistant teachers yielded inconsistent findings. While a few 
studies have found that the two groups do not differ with respect to roles, responsibilities, and 
personal characteristics etc. (Bullough et al., 2012; Kontos & Stremmel, 1988; Whitebook et al., 
1981), other studies have illustrated work-related differences between the two groups (Curby et 
al., 2012; Løvgren, 2016; Sosinsky & Gilliam, 2011; Wells, 2014). Curby et al. (2012) have 
shown that assistant teachers provided less instructional guidance than lead teachers. Løvgren 
(2016) found that lead teachers reported higher levels of emotional exhaustion than assistant 
teachers and parent-oriented and teaching tasks were significantly associated with emotional 
exhaustion among lead but not among assistant teachers. Against the background of the 
inconsistent findings and the specific composition of the Swiss child care workforce, this thesis 
accounts for differences between lead and assistant teachers.  
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3.&Aim of this thesis & research questions 
 
 The aim of this thesis is to explore why child care teachers stay and why child care 
teachers leave. This thesis addresses this question exploring three subordinated topics 
hypothesized in the modified JD-R model to contribute to retention or turnover: (1) Job resources 
and job demands and their personal and structural correlates, (2) burnout, and (3) turnover 
intention. Finally, this thesis links turnover intention to actual turnover (4). To explore burnout, 
the concept of the AWL is used. Additionally, this thesis accounts for differences between lead 
and assistant teachers. 
Leading research question. 1. Why do child care teachers stay, why do child care teachers 
leave? 
 The JD-R model assumes that job demands and job resources initiate two separate 
processes, the energetic pathway and the motivational pathway, that lead to turnover intention, 
and in turn, to turnover. Moreover, the personal and structural characteristics shape these job 
demands and job resources. Therefore, this thesis first addresses job demands and job resources 
and their personal and structural correlates among child care teachers asking (see Figure 3):  
Research question 1a. What are important job resources and job demands among child care 
teachers? 
Research question 1b. What personal and structural characteristics are associated with job 
resources and job demands? 
Research question 1c. Do job resources and job demands and their personal and structural 
correlates differ between lead and assistant teachers?  
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Figure 3. Research questions 1a, 1b, and 1c in the JD-R model 
 The research literature highlights that child care teachers often suffer from burnout 
symptoms (Goelman & Guo, 1998; Koch et al., 2015; Maslach & Pines, 1977) and that burnout 
is closely associated with turnover intention (Alarcon, 2011; Bothma & Roodt, 2013; Manlove & 
Guzell, 1997; Schaufeli & Bakker, 2004). Moreover, Guo and Goelman (1998) assume that 
burnout symptoms are highly clustered in child care centers. Therefore, this thesis asks (1) 
whether burnout levels among child care teachers are clustered in child care centers and (2) what 
are the most important child care teachers' (level 1) and child care centers' (level 2) correlates of 
burnout symptoms among child care teachers. To identify relevant correlates of burnout, we 
draw on the concept of the AWL. Figure 4 depicts research question 1e. 
Research question 1d. Are burnout symptoms among lead teachers clustered in child care 
centers?   
Research question 1e. What are the most relevant individual and organizational correlates of 
burnout symptoms among lead teachers? 
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Figure 4: Research question 1e and level of the included variables 
The modified JD-R model hypothesizes that burnout increases the intent to turnover and 
turnover rates through the energetic path “job demands ! burnout ! turnover intention”. On 
the other side, the motivational path “job resources ! job satisfaction ! turnover intention" is 
assumed to decrease the intent to leave and increase retention. Additionally, job resources are 
hypothesized to directly mitigate burnout. These assumptions of the JD-R model lead to the 
following research question (see also Figure 5): 
Research question 1f. Does burnout mediate the association between job demands and turnover 
intention among child care teachers? Do job resources reduce burnout levels among child care 
teachers 
Research question 1g. Does job satisfaction mediate the association between job resources and 
turnover intention among child care teachers? 
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Figure 5: Research questions 1f and 1g in the JD-R model 
 The modified JD-R model postulates that turnover intention leads to turnover. Research 
suggests that turnover intention and turnover are closely associated, while additional factors 
influence the decision to stay or leave (Bothma & Roodt, 2013; Manlove & Guzell, 1997). 
Therefore, this thesis further questions (see also Figure 6):  
Research question 1h. Does turnover intention among child care teachers reported at the 
baseline predict turnover three years later?  
Research question 1i. What are the (additional) reasons for staying, leaving the job, and leaving 
the profession in the child care workforce?  
 
Figure 6: Research questions 1h and 1i in the JD-R model 
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4.&Methods 
 
The doctoral thesis is a cumulative thesis comprising three research articles published or 
resubmitted or submitted for publication in peer-reviewed journals. These research articles report 
the four studies that are presented in chapters 5, 6, and 7. The four studies draw on data from two 
questionnaire-surveys investigating the child care workforce in a Swiss community. The next 
sections provide an overview over the surveys, the data, and the methods applied in the four 
studies.  
4.1 Data A 
 
The first survey was part of the study “Working conditions and health among the staff in 
child care centers in the city of Zurich”6 funded by the Department for Social Affairs, city of 
Zurich7. A study team at the Epidemiology, Biostatistics, and Prevention Institute, University of 
Zurich, including myself, conducted the study. Based on reports from the field, the Department 
for Social Affairs assumed that turnover rates and absences in the child care centers were high 
and a threat to the quality of care. Therefore, the goal of the survey was to evaluate the working 
conditions and health of the staff, the staff situation and turnover and absences in the 202 child 
care centers which are publicly co-financed in this community. These child care centers made up 
                                                
 
6 Original title of the study is “Arbeitsbedingungen und Gesundheit des Kita-Personals in der 
Stadt Zürich”. 
7 A summary of the study written by the department of social affairs is available online (Stadt 
Zürich Sozialdepartement, 2014a). 
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78% of the total 260 child care centers in 2013. To date, no large-scale study has investigated the 
child care workforce in Switzerland. 
 In a first step, I conducted face-to-face interviews with seventeen child care teachers, 
eight child care center directors, and seven experts in the early care and education field in order 
to narrow down the topics for the questionnaires of the questionnaire-survey. We analyzed the 
interviews using content analysis (Mayring, 2010) and discussed the results in two focus groups 
with child care teachers and directors. Based on the results, the study team developed three 
specific questionnaires for child care teachers, child care center directors, and governing 
agencies. The child care teachers’ questionnaire covered the topics job characteristics, working 
conditions, health, well-being, and work-related attitudes as well as job tenure, tasks, 
sociodemographic information and the name of the child care center. The directors’ 
questionnaire covered the same topics as the questionnaire for the child care teachers. 
Additionally, the questionnaire collected information about the staff situation and characteristics 
of the child care center.  
 In a second step, we conducted a questionnaire-survey among the staff in the publicly co-
financed child care centers from June to August 2013. For this purpose, I asked the directors of 
the child care centers via email to share the online questionnaire or a hard copy form with their 
employees. We reminded the child care directors of the survey because the initial response rate 
was low. An additional survey questioned the trainees who did not participate through their child 
care center in a vocational college in October 2013. In total, 1093 (52%)8 child care teachers, 
                                                
 
8 Numbers are based on records provided by the Department of Social Affairs, city of Zurich.  
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100 (57%) child care center directors, and 55 people representing the governing agency (48%) 
participated in the survey. This response rate can be considered as high for this occupational 
group (cf. Viernickel et al., 2014). After the data analysis, a co-worker and I discussed the results 
again in two focus groups with child care teachers and directors. Finally, we wrote a technical 
report of the results and elaborated improvement measures for the working situation in 
consultation with the study team.  
4.1.1 Data A.1  
 
 Data A.1 comprises the data of the child care teachers collected in this first survey: 
assessments of 488 lead teachers (50%) and 591 assistant teachers (53%). The average age of 
lead teachers was 30 years (SD = 8.8) and that of assistant teachers was 20 years (SD = 3.9). The 
lead teachers have been working in early care and education for an average of 10 years (SD = 
6.14), the assistant teachers for an average of 2.6 years (SD = 1.54). Ninety-five percent of the 
lead teachers and 93% of the assistant teachers were women. Twenty-two percent of the lead 
teachers and 3% of the assistant teachers had children. Twenty-two percent of the lead teachers 
and 35% of the assistant teachers did not cite the name of their child care center. As a result, I 
was not able to assign these child care teachers to a child care center. Therefore, I had to decide 
whether the analyses consider the nested data structure while excluding a substantial percentage 
of information or whether the analyses include this data, but neglect the nested data structure. 
4.2.1 Data A.2  
 
Data A.2 encompasses the 59 assessments of the child care center directors who 
participated in the survey and could be matched with data from their employees through the child 
care center. The average age of the directors was 40 years (SD = 9.65). They have been working 
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in the field for 19.01 years (SD = 7.98) and as a director for 7.76 years (SD = 6.26). Thirty-five 
percent of the directors had children and 95% were women. 
4.2 Data B 
 
 The second survey assessed the participants of the first study again three years later 
(October 2016) via an online questionnaire. The goal of the survey was to assess the turnover 
and retention as well as the reasons for leaving or staying among the participants of the first 
survey. The questionnaire developed for this study assessed retention and turnover, present 
occupation (e.g., employment, stay-at-home father/mother), the reasons for leaving or staying 
(open-ended questions), and demographic information. I emailed the online questionnaire to the 
556 participants who had provided their email address in the first survey. In total, 273 
participants (49%) completed the online questionnaire. In both surveys, the questionnaires 
requested the participants to create a unique code. I was able to match the data of 95 participants 
collected in survey 1 and survey 2 through this code. 
 
4.3 Applied data and methods 
 
4.3.1 Study 1 
 The chapter ‚Demands and job resources in the child care workforce: Swiss lead teacher 
and assistant teacher assessments’ reports study one. The first study includes a narrative 
literature review and, based on this review, an empirical analysis. This analysis uses the 
assessments of 491 lead teachers and 310 assistant teachers of data source A. The analyses 
excluded the assistant teachers questioned at the vocational college because they reported 
significantly lower scores in most child care centers characteristics, lower job resources and 
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higher job demands than their counterparts questioned through the child care centers. These 
differences imply that the two groups may be from different populations, i.e., child care centers 
with different expressions in structural characteristics such as work spaces, support by governing 
agencies, and employment conditions. The statistical analyses comprise descriptive and 
inferential analyses (bivariate correlations, t tests, and multiple regressions), using the statistical 
software SPSS, version 21.00.  
4.3.2 Study 2 
 
 The chapter ‘Correlates of burnout symptoms among child care teachers – A multilevel 
modeling approach’ portrays study two. The second study applies multilevel-modeling, thus the 
analyses only include data assignable to a specific child care center (the level 2 variable). 
Moreover, calculations only include lead teachers’ data because included variables that differ 
significantly between lead teachers and assistant teachers. In total, the analyses comprise 
assessments of 220 lead teachers of data source A and assessments of the 59 child care center 
directors of data source B. The analysis includes child care teacher level (level 1) and the child 
care center level (level 2) variables. First, descriptive and correlations analyses describe the data 
and the relationships among study variables using the statistical software SPSS, version 22.00. 
Second, aggregation indices assess the validity of the data aggregation and linear mixed-effect 
models with maximal random effects examine relationships among study variables using the 
nlme package of the open source software R (Bliese, 2016; Pinheiro et al., 2016). 
4.3.3 Study 3 
 
 The chapter ‘Why Do Child Care Teachers Leave? Why Do They Stay?’ reports the 
studies 3 and 4. The third study uses data of 491 lead teachers and 569 assistant teachers (data 
source A). Descriptive and correlational analyses describe the study variables and their bivariate 
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relationships using SPSS version 23.0. Furthermore, structural equation models for lead and 
assistant teachers test the relationships between study variables simultaneously using the lavaan 
package of the open source software R (Rosseel, 2016).  
4.3.4 Study 4 
  
 The chapter ‘Why Do Child Care Teachers Leave? Why Do They Stay?’ includes the 
study 4. The fourth study uses data of the 273 individuals collected in the second survey (data 
source B) and the data of those 95 participants collected in the first survey that could be matched 
through the unique code. First, descriptive and correlational analyses describe the study variables 
and their relationships of survey 1 and 2 using the statistical software SPSS version 23.0. 
Second, a content analysis according to Mayring (2010, 2015) explores the answers to the open 
questions of survey 2.  
4.4 Contribution of the PHD candidate to the research articles 
 
 
 For this thesis, I was awarded a scholarship by the Swiss National Science Foundation 
(Project Nr. 159143) for the period between March 2015 to April 2017; previously, I was funded 
by the Public & Organizational Health department, EBPI, University of Zurich. In addition to the 
role of principal investigator in survey 1 as described above, I also conducted the data collection 
of the second survey. Furthermore, I conceptualized the three research articles, carried out the 
necessary analyses, and put the concepts into writing in consultation with my supervisors. A 
graduate assistant and a co-worker supported the qualitative analysis and translation conducted 
and reported in study 4. 
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Abstract 
Center-based child care has been struggling with poor health and high turnover rates of child 
care staff and their adverse impact on care quality for decades. Yet little is known about personal 
and structural antecedents of job resources and job demands which are valid predictors of health 
and turnover in the child care workforce. Research findings. The study investigated job 
resources and job demands among child care staff of different education levels (491 lead teachers 
and 310 assistant teachers) from Switzerland. Results from t-tests and hierarchical regression 
analyses indicated slightly higher job resources and job demands for lead teachers than for 
assistant teachers, but similar antecedents of job resources and job demands. Overall, the center 
characteristics shaped job resources and job demands more strongly than the staff characteristics. 
More specifically, job resources were predicted by structural characteristics associated with 
professionalism in child care work, whereas job demands were primarily dependent on adequate 
staffing. Policy implications. The findings suggest that center characteristics, e.g., working 
environment and staffing levels, should be targeted in order to increase the job resources and 
reduce the job demands which would, in turn, promote health and lower turnover rates of child 
care staff. 
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Extensive research about early childhood development conducted over several decades, 
combined with evaluations of child care quality underscore the importance of long-lasting, stable 
relationships between children and child care staff (Love et al., 2003; Vandell & Wolfe, 2000; 
OECD, 2006; Urban, Vandenbroeck, Lazzari, Van Laere, & Peeters, 2012). Interactions between 
children and their early childhood teachers are the cornerstone of the educational processes 
necessary to promote children’s optimal development and learning (Raikes, 1993; Shpancer et 
al., 2008). 
Yet two persistent features of child care settings have been repeatedly identified as 
undermining the quality of relationships between children and their teachers: the high job 
turnover rates among early childhood teaching staff (Kusma et al., 2012; Sumsion, 2007; 
Whitebook, Sakai, Gerber, & Howes, 2001) and the high prevalence of burnout and other 
indicators of poor health among their ranks (Hossain, Noll, & Barboza, 2012; Slack-Smith, Read, 
Darby, & Stanley, 2006; Viernickel et al., 2014; Whitaker et al., 2013). Turnover interrupts the 
trust necessary for children to safely explore and engage in learning in child care settings 
(Bridges, Fuller, Huang, & Hamre, 2011; Raikes, 1993), while exhaustion and stress among 
child care teaching staff can render them less able to be responsive to children’s needs (Hossain 
et al., 2012; Stremmel et al., 1993). Either singly or in combination, turnover and compromised 
health among child care teachers9, can pose a threat to the quality of any given child care 
arrangement (Barford & Whelton, 2010; Whitebook & Sakai, 2004).  
                                                
 
9 In this article, we use the terms ‘child care teachers’ and ‘teaching staff’ if we refer to both group of teachers – 
lead teachers and assistant teachers. Otherwise, we use the specific terms ‘lead teachers’ or ‘assistant teachers’.  
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The center-based child care sector has grown rapidly in recent decades as a consequence of 
the increasing number of single parents and working mothers (European 
Commission/EACEA/Eurydice/Eurostat, 2014; OECD, 2006; Sumsion, 2007). As a result, the 
number of children who attend child care centers has risen accordingly along with a recognition 
that the quality of child care services now impacts an ever-increasing proportion of the 
population of young children across Europe and many other countries in the world (European 
Commission/EACEA/Eurydice/Eurostat, 2014). Likewise, the robust body of research assessing 
the quality of these services has mushroomed in recent decades (Boller et al., 2015; Burchinal, 
Vernon-Feagans, Vitiello, & Greenberg, 2014; Hestenes et al., 2014; Layzer & Goodson, 2006). 
Yet the work environments of child care staff, and their assessments of the conditions in which 
they teach have received only minimal attention. To date, knowledge about job demands and job 
resources in the child care workforce is scarce and scattered despite their predictive power for 
work-related attitudes, health, and behavior. Moreover, those studies with some focus on the 
workforce have predominately focused on lead teachers with advanced qualifications while 
paying little attention to assistant teachers10 working in early care and education settings. Studies 
that focus on assistant teachers as well have primarily investigated their roles and duties but not 
their work experience (Curby et al., 2012; Sosinsky & Gilliam, 2011). However, in many 
countries, assistant teachers comprise a significant fraction of the staff caring for and educating 
young children in child care centers (OECD, 2010; European 
                                                
 
10 The OECD (2010) and the European Commission/EACEA/Eurydice/Eurostat (2014) refer to 
them as either auxiliary staff or assistant staff. We will use the more common term assistant 
teachers. 
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Commission/EACEA/Eurydice/Eurostat, 2014; Sosinsky & Gilliam, 2011). 
This article focuses on both of these gaps in the existing child care workforce research. First, 
we review the existing body of research in order to compile the important job resources and job 
demands and their personal and structural antecedents in the child care workforce and proceed by 
integrating them into the framework of the Job Demands-Resources model (Bakker & 
Demerouti, 2007; Demerouti et al., 2001). In a second step, we examine the personal and 
structural antecedents onto the perceived job resources and job demands of lead teachers and 
assistant teachers. Identifying the relevant personal and structural antecedents of job resources 
and demands for child care teachers and assistant teachers can determine possible approaches to 
promoting a healthy and stable child care workforce essential to high quality experiences for 
children while taking into consideration the staff’s education levels. 
 
Lead Teachers and Assistant teachers 
Early care and education systems and settings vary greatly across different countries 
(European Commission/EACEA/Eurydice/Eurostat, 2014). Qualifications for staff differ but 
across systems, those working in early care and education settings come from diverse 
educational backgrounds that generally correspond to variations in their responsibilities, tasks 
and duties (European Commission/EACEA/Eurydice/Eurostat, 2014; OECD, 2010). Empirical 
evidence about hierarchical arrangements in child care work, the different roles and 
responsibilities of lead teachers and assistant teachers, is inconsistent. While some prior research 
suggests that lead teachers and assistant teachers perform largely similar roles and duties (Kontos 
& Stremmel, 1988; Whitebook, Howes, Darrah, & Friedman, 1981), other research indicates that 
their roles and duties rather vary (Curby et al., 2012; Sosinsky & Gilliam, 2011). In addition, 
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personal predictors of the well-being of lead teachers and assistant teachers appear to vary, e.g. 
personal characteristics such as age and education predicted emotional exhaustion of lead 
teachers but not assistant teachers in a study by Stremmel et al. (1993).  
Considering the heterogeneity of the child care staff, the OECD (2010) and the European 
Commission/EACEA/Eurydice/Eurostat (2014) categorize child care staff in two broad groups 
based on their education11: (1) Child care teachers who have usually completed relevant formal 
education (e.g., vocational training, college) and hold some type of early care and education 
diploma (e.g., vocational level diploma, college degree) and (2) Assistant teachers whose 
education levels range from no formal education to some vocational training.  
Lead teachers and assistant teachers typically work together to care for and educate a 
group of children (European Commission/EACEA/Eurydice/Eurostat, 2014; OECD, 2010; 
Sosinsky & Gilliam, 2011). The number of assistant teachers varies across countries but the 
number exceeds 50 percent of the staff employed in child care centers in some countries 
(European Commission/EACEA/Eurydice/Eurostat, 2014; Gørtz & Andersson, 2013; Sumsion, 
2007). Although higher levels of formal education among child care staff have been associated 
with better program quality and child outcomes (Goelman et al., 2006; Urban et al., 2012; 
Whitebook & Sakai, 2003), education requirements for assistant/auxiliary positions are often 
                                                
 
11 The definitions of the OECD (2010) and the European 
Commission/EACEA/Eurydice/Eurostat (2014) include a third category: the pre-
primary/primary teachers, also referred to as educational staff. Pre-primary teachers usually hold 
the same degrees as primary teachers. In Swiss child care centers this type of staff is not 
employed.    
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minimal or non-existent (Curby et al., 2012; European Commission/EACEA/Eurydice/Eurostat, 
2014). 
Both groups of child care staff identified by the OECD (2010) are relevant in the Swiss 
context: Swiss lead teachers are in charge of the children in their classroom or group and 
supervise co-workers. They plan daily activities according to the center’s curriculum, train new 
staff and document child development (KITAS/ASSAE/ASSAI, 2008). Assistant teachers 
primarily support the lead teachers by implementing activities with the children, organizing 
transitions, and managing nap time (KITAS/ASSAE/ASSAI, 2008). This split of responsibilities, 
tasks and duties is similar for the child care workforce in other countries (Curby et al., 2012; 
European Commission/EACEA/Eurydice/Eurostat, 2014). 
 
Theoretical Background 
The Job Demands-Resources model (JD-R) postulates that occupational outcomes such as 
burnout, work engagement, and associated behavior (e.g., turnover) are the result of the extent 
and interaction of job demands and job resources (Bakker & Demerouti, 2007; Schaufeli & 
Taris, 2014). Job demands are defined as aspects of a job that require employee effort and can 
therefore lead to strain. Job resources, in contrast, facilitate the achievement of work goals, 
enable employees to meet job requirements, and enhance personal development (Bakker & 
Demerouti, 2007). For example, social support from colleagues and task variety are considered 
job resources; work pressure and complexity are considered job demands (Schaufeli & Taris, 
2014). These job resources and job demands emerge from the interplay between the workers’ 
personal characteristics and the day-to-day structural characteristics of the organization in which 
they are employed (Schaufeli & Taris, 2014). Finally, the extent and interplay of job resources 
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and job demands predict burnout, work engagement, and associated behaviors such as turnover 
(e.g., Schaufeli & Taris, 2014; Van den Broeck et al., 2008). 
Although the JD-R model is not specific to the population of the child care teachers, it is 
applicable to their work and role. In the child care field, quality is typically conceptualized 
around structural variables, such as child-to-staff ratio, wages, and educational background of 
child care teachers and process variables focused on children’s experiences including 
interactions with their teachers in child care (NICHD Early Child Care Research Network, 
2002). The JD-R model encompasses this distinction in structural and process variables to the 
extent that it defines the structural characteristics, personal and program characteristics, as 
antecedents of process including job demands and job resources, which impact staff. 
 
Job resources and job demands and their antecedents in child care work 
Each profession has specific job resources and job demands (Bakker & Demerouti, 2007). 
Pivotal job resources in child care work are team and leadership support because child care 
teachers who feel socially supported are healthier, more satisfied with their jobs and experience 
higher degrees of job commitment than their counterparts who lack equivalent support (e.g., 
Goelman & Guo, 1998; Jorde-Bloom, 1988; Kusma et al., 2012). An additional important job 
resource is role clarity, i.e., being aware of one’s role and associated tasks and responsibilities, a 
lack of which appears to fuel burnout and turnover among lead teachers (Goelman & Guo, 1998; 
Jorde-Bloom, 1986; Manlove, 1993). A fourth job resource is job control: the authority and 
scope for decision-making on the work performed contribute significantly to child care teachers’ 
well-being (Khan, 2009; Koch et al., 2015; Royer & Moreau, 2015; Rudow, 2004).  
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Job demands are usually grouped into a quantitative and qualitative dimension in child care 
work (Khan, 2009: Rudow, 2004). Quantitative demands comprise time requirements such as 
time pressure (Jorde-Bloom, 1988; Kusma et al., 2012; Rudow, 2004), qualitative demands 
include complex and various tasks and tasks not aligned with the formal education (Curbow et 
al., 2000).  
Antecedents of job resources and job demands can be grouped into (a) personal and (b) 
structural characteristics. Personal characteristics include age, tenure, and attitudes toward their 
job as a career. For example, older child care teaching staff and those with longer work 
experience have reported higher levels of job satisfaction with some variation over the work life 
(Jorde-Bloom, 1988; Kusma et al., 2012; Royer & Moreau, 2015). Occupational or job tenure 
appear to be sensitive to education and pay, with those with higher levels of formal education 
and better compensation more likely to remain on the job (Torquati et al., 2007; Whitebook & 
Sakai, 2003). In addition, child care teachers who viewed their job as a calling or a career were 
more likely to enter the field and less likely to leave their positions or the field than those who 
viewed their work as merely a job (Fenech, Waniganayake, & Fleet, 2009; Torquati et al., 2007). 
Based on existing body of research we identified nine distinct categories of structural 
characteristics including: (1) Adequate staffing: Two aspects of staff have been identified to 
positively influence the experience of work: a sufficient number of staff (Curbow et al., 2000; 
Mauz et al., 2013) and a well-educated staff (Baumgartner et al., 2009; Morris & Helburn, 2000; 
Whitebook & Sakai, 2003). Child care teachers who reported higher child-to-staff ratios 
indicated that they felt less able to perform their jobs efficiently than their colleagues reporting 
lower child-to-staff ratios (Viernickel et al., 2014). (2) Support by the governing agency: 
Perceived lack of support by the agency governing the child care center has been identified as a 
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strain for child care teachers (Kliche, 2011; Rudow, 2004; Stadt Zürich Sozialdepartement, 
2014a). (3) Adequate work space: Child care teachers have reported strain resulting from a 
variety of features of the physical work environment including: a lack of adequate and dedicated 
space in which they can take breaks, prepare for daily activities with children and complete 
required paperwork responsibilities as well as from the absence of noise protection measures and 
adult-sized furniture (Gratz & Claffey, 1996; Koch et al., 2015; Rudow, 2004). (4) A clearly 
articulated pedagogical approach: A clearly articulated pedagogical approach guiding the staff’s 
interactions with children has been shown to contribute to a supportive work environment 
(Viernickel et al., 2014). (5) Employment conditions: Several employment conditions, such as 
low wages, limited benefits and long weekly working hours have been associated with negative 
work-related health outcomes for staff in child care settings (Goelman & Guo, 1998; Jorde-
Bloom, 1986; Schreyer et al., 2014; Viernickel et al., 2014; Whitebook, 1999). (6) Reserve pool: 
Research suggests that the deployment of floaters and substitutes unburdens child care teachers, 
enabling them to take breaks and give individual attention to children while giving them the 
possibility to stay home when ill (Viernickel et al., 2014). (7) Characteristics of the children: 
Several aspects related to the children, such as age, number, and the degree to which they exhibit 
challenging behaviors were found to be associated with child care teaching staff perceptions of 
their work environment (Curbow et al., 2000). Additionally, a high proportion of children 
attending part-time can influence the experience of work negatively because daily changes in 
group composition increase the number of child assessments required as well as the time spent 
communicating with parents (Machmutow et al., 2013). (8) Appreciation: The low social status 
of child care work has been widely discussed and identified as contributing to negative outcomes 
such as low job satisfaction and high turnover (Goelman & Guo, 1998; Viernickel et al., 2014). 
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(9) Planning and preparation time: Child care teachers who have more time for preparation and 
paper work reported that they felt they were better able to do their job well (Viernickel et al., 
2014). 
Research findings on the relationship between structural characteristics and job demands 
and resources of child care teachers are mixed. Older studies, e.g. the study by Kontos and 
Stremmel (1988), state that the evidence about a relationship between structural characteristics 
and work-related outcomes (job satisfaction, commitment) is limited, whereas recent studies by 
Viernickel et al. (2014) and Schreyer and Krause (2016) propose a strong relationship between 
structural working conditions and job resources and job demands in the child care workforce. 
 
Study context: Early care and education in Switzerland 
 The majority of child care centers (90%) in Switzerland are private institutions operated 
by associations12, limited liability companies13, employers, and foundations that offer places for 
preschool children aged from 4 months to 5 years (KITAS/ASSAE/ASSAI, 2008). Child care 
centers can be operated as a for profit or non-profit enterprise. Based on the structure of public 
subsidies and parents’ income, the parents’ contributions range from 30 to 100 percent of the 
cost of the service (Kucera & Bauer, 2000). On average, child care cost covered by Swiss 
                                                
 
12 In Switzerland, an association refers to an association comprised of people working toward a 
common and specific goal, such as parents joining together to operate a care center, or soccer 
enthusiasts creating a club to promote soccer. An association is by definition a non-profit 
organization.   
13 In Switzerland, a limited liability company is a corporation that is established by a specific 
person. It can be operated on a for-profit or non-profit basis.  
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families are among the highest worldwide (OECD, 2014). Most children attend child care part-
time, typically 2 to 3 days a week (Machmutow et al., 2013).  
In Switzerland, lead teachers in child care institutions are required to complete a three-
year vocational apprenticeship. The assistant work force is composed of trainees and interns. 
Trainees are those enrolled in the vocational apprenticeship which consists of supervised work as 
a teacher in a child care center for 3.5 days per week and attending vocational college for the 
remaining 1.5 days (Bundesamt für Berufsbildung und Technologie, 2005; Flitner, 2009). 
Assistant teachers participating in a one-year internship usually have no prior work experience in 
child care and are considered unskilled workers (Federas, 2012). Most interns become 
apprentices in their child care center after their internship.   
We expect that the specifics of the Swiss context in the early care and education field 
influence job resources and job demands and their antecedents among the teaching staff. First, 
we assume that the hierarchy in Swiss teams may be more pronounced than in German or 
American teams where lead teachers and assistant teachers share a similar background with 
regards to education and job tenure (Sosinksy & Gilliam, 2011; Statistisches Bundesamt 
Deutschland, 2012). Information on the educational levels of lead and assistant teachers in 
Switzerland is available in Table 1. Second, we consider it likely that the high financial 
contribution of the parents – that is the result of the large number of private institutions and low 
subsidies – goes hand in hand with higher expectations on part of the parents with regards to the 
level of services provided which may, in turn, increase the job demands placed upon the teaching 
staff by adding additional strain and pressure. Third, the high percentage of children attending 
child care centers part-time is likely to increase the workload because child care teachers need to 
spend more time on variety of tasks including completing child assessments and observations, 
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documentation, and talking to parents etc. The composition of the group will also vary from day 
to day which may enhance the level of disturbances in the classroom and the need for adjustment 
on part of the children and the staff.  
 
Research aims 
 The study was designed to systematically examine the job resources and job demands 
among child care staff with different educational backgrounds. We begin by describing and 
comparing perceived job resources and job demands among lead teachers and assistant teachers. 
We hypothesize that lead teachers will identify more job resources than assistant teachers as a 
result of their better educational preparation and longer tenure, both of which have been 
associated with staff’s ability to cope efficiently with work tasks. Further, we hypothesize that 
lead teachers will identify more job demands than the assistant teachers because they have 
greater responsibility and are required to perform more tasks overall as well as tasks that are 
more complex. Second, we examine the relative impact of both personal (e.g., job tenure) and 
structural characteristics (e.g., adequate staffing) on job resources and job demands of lead 
teachers and assistant teachers.  
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METHOD 
Participants 
The present study draws upon data from a larger survey of child care staff conducted in the 201 
government subsidized child care centers operating in the city of Zurich during June and July 
2013 (Stadt Zürich Sozialdepartement, 2014b). One hundred and fourteen agencies, mostly 
associations (54%) and limited liability corporations (39%), operated these 201 child care 
centers. Based on administrative records maintained by the Zurich government, 978 lead teachers 
and 1,108 assistant teachers were employed in these centers at the time of the survey. In order to 
recruit child care staff to participate in the study, center directors were asked by email to share 
the survey with employees either by forwarding an online link or by distributing a hard copy 
form. The hard copy questionnaires were sent out together with an addressed envelope to ensure 
that participants could fill in the questionnaire in private and directly send it to us. An 
accompanying note introduced the study briefly, and emphasized the confidentiality, 
voluntariness, and anonymity of the answers. Any identifying information, e.g. the child care 
center, was split from the data after data collection was completed. Participants needed an 
average of 30 minutes to complete the questionnaire. 
Fifty percent of all lead teachers (n=491) and slightly more than one-quarter (28%) of 
assistant teachers (n=310) working in the centers completed the survey. These staff represented 
57 percent of the centers (n=114) and 67 percent of agencies (n=76) operating programs in 
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Zurich.14 All participants (n = 64) with more than three missing values were excluded from the 
analyses.  
 
Measures 
A structured questionnaire was developed for this study in order to ascertain information 
about child care staff personal characteristics, the structural characteristics of the centers in 
which they were employed, and staff perceptions of their job resources and job demands. The 
variables included in the questionnaires are described below.  
Personal characteristics. Participants were asked to provide information on their age, 
professional educational background, family status, specifically whether they had children of 
their own, their job function (e.g., job title, job responsibilities), tenure working in child care and 
in their current place of employment, and their attitudes towards the benefits of center-based 
child care.  
Structural characteristics. Participants were asked to rate the structural features of the 
programs in which they were employed. Items were adopted from a questionnaire developed by 
Schreyer, Brandl, and Krause (2012a) and were modified by the authors based on the results of 
qualitative interviews with Swiss child care teachers (Blöchliger & Bauer, 2014). Participants 
were asked to rate each item on a Likert scale ranging from 1 (not at all fulfilled) to 5 
                                                
 
14 The participants were asked to specify the name of the child care center. Seventy-two percent 
of the participants wrote the name of their child care center down and could be assigned to a 
child care center and an agency.   
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(completely fulfilled). The items addressed each of the nine structural characteristics categories 
previously identified as influencing the work experience of child care teachers15:  
(1) Adequate staffing: The five items in this category were designed to gather staff 
perceptions about whether their center had sufficient numbers of staff, if the staff was 
appropriately educated and whether they felt the number of children under their supervision was 
appropriate. 
2) Support by governing agency: Three items explored whether the center’s governing 
institutions were transparent and forthcoming in providing information and support to child care 
staff. 
 (3) Work space: These five items focused on space, the existence of appropriate 
employee rooms for breaks and work away from children and whether noise protection measures 
and adult-sized furnishing were available at their center.  
(4) Pedagogical approach: These three items explored whether the child care staff agreed 
with the articulated pedagogy in the center and whether it was incorporated in center practice. 
 (5) Employment conditions: These six items focused on employment benefits and options 
the centers offered to their employees, such as flexibility to work part-time and opportunities to 
advance their education. 
(6) Floaters: These two items focused on the availability of floaters and substitutes, e.g., 
“A floater is employed if an employee is sick”. 
                                                
 
15 Items were part of a larger questionnaire on structural characteristics of child care centers.  
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 (7) Appreciation: These three items asked about the extent to which child care staff felt 
they were appreciated by parents, society, and their own family.  
(8) Characteristics of the children: Participants were asked to provide information on the 
number and age range of children and the percentage of part-time children. 
(9) Preparation and planning time:  Participants were asked to write down the amount of 
paid time per week dedicated to preparation and planning work.  
A score was computed for each of the nine categories of items by averaging all items that 
the category comprised. All scales had satisfactory reliability with Cronbach’s alphas ranging 
between .60 and .91. Table 3 lists the Cronbach’s alpha for each category. 
Job resources. Four subscales of the questionnaire focused on job resources. (1) 
Leadership: To explore this job resource, child care staff assessment of their director was 
measured using a 20-item leadership scale developed by Schreyer and colleagues (Schreyer et 
al., 2012a). Participants were asked to rate the director with respect to professional and 
managerial competence, the transparency of their leadership, how they handled conflicts, and 
their personal relationship with the director, for example, “My director and I agree on important 
pedagogical questions.” The Cronbach’s alpha of .97 for this scale indicates an excellent degree 
of reliability.    
(2) Team ambiance: In order to evaluate child care staff assessments of how they worked 
with other staff, data were collected using 16 items drawn from the Team Climate Inventory 
(TCI) (Anderson & West, 1998). The scale encompasses vision, participative safety (i.e., having 
input into the work group and feeling safe), task orientation, and support for innovation. One 
item read, “We have lively debates about how best to do the work.” This scale also had excellent 
reliability with a Cronbach’s alpha of .95.  
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(3) Job control: To assess child staff perceptions of job control, a Health and Safety 
Executive (HSE) scale (Bond et al., 2006) was used. This scale included 6 items focusing on the 
scope of decision-making in tasks and time management during work (e.g., “I have a choice in 
deciding how I do my work.”). This scale had good reliability as represented by a Cronbach’s 
alpha of .79.  
 (4) Role clarity: To assess the extent to which child care staff can identify their tasks, 
duties, and responsibilities during daily work (e.g., “I am clear what my duties and 
responsibilities are), six items were also drawn from the Health and Safety Executive (HSE) 
scale. The Cronbach’s alpha for this scale was .86, indicating a high degree of reliability.  
Job demands. The 8 items of the Health and Safety Executive (HSE) Job Demands scale 
(Bond et al., 2006), and the 4 items of the questionnaire by Schreyer and colleagues (Schreyer et 
al., 2012a) were used to measure job demands. Quantitative demands included items exploring 
demands of time and intensity, e.g., “I am pressured to work long hours”. The items measuring 
qualitative demands included ratings about the complexity and difficulty of work, e.g., “Different 
groups at work demand things from me that are hard to reconcile.” Cronbach’s alphas of .86 for 
the quantitative demand scale and .71 for the qualitative demand scale suggest good reliability 
for both. 
Responses to all job resources and job demands items were measured on a scale ranging 
from 1 (I do not agree at all) to 5 (I completely agree). The score for both scales was calculated 
by averaging the values of all items. 
A composite score for both the job resources and job demands scales were computed by 
averaging the four scores for job resources (leadership, team ambiance, job control and role 
clarity) and the two scores for job demands (quantitative and qualitative demands). All items and 
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scales were coded in such a way that higher scores represented more favorable personal and 
structural characteristics for jobs resources, (e.g. greater work experience, more preparation time, 
a more positive attitude toward center-based child care), and higher degrees of fulfillment (e.g., 
more appreciation, better work space), while higher scores in job demands imply a more stressful 
situation. 
 
Analytic Strategy 
 The purpose of the study was (1) to compare the experience of work among lead teachers 
and assistant teachers and (2) to assess the relative impact of personal and structural 
characteristics on job resources and job demands. First, we used descriptive statistics and a series 
of t-tests to describe and compare the job resources and job demands of lead teachers and 
assistant teachers. Second, we assessed the influence of personal and structural characteristics on 
(a) job resources and (b) job demands separately for lead teachers and assistant teachers by 
performing four hierarchical multiple regressions. In the first step, we introduced the personal 
characteristics into the model, and in the second step, we added the structural characteristics to 
the regression models to assess the variance among both sets of variables. All calculations were 
made using SPSS 21.00. Assumptions of no multicollinearity, normally distributed residuals, and 
independent errors were met for all regression models. 
 
RESULTS 
Descriptive Results 
Sixty-one percent of study participants were lead teachers and 39 percent were assistant 
teachers. Overall, child care staff were relatively young and had little work experience: the 
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average age of child care staff was 25.95 years (SD = 8.45). On average, the teaching staff has 
worked for 7.11 years (SD = 6.10) in child care and for 2.99 years (SD = 3.00) at their current 
center. However, lead teachers were significantly more likely to be older and to have children 
than assistant teachers. As would be expected, lead teachers also reported higher levels of 
education, a longer tenure in the field and in their current place of employment. See Table 1.    
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Table 1: Demographic characteristics of teaching staff 
 
 Teaching Staff    95% Cl Cohen’s 
Characteristics Lead teachers  Assistant teachers  
t 
 
df 
 
p 
 
LL 
 
UL 
 
d 
Gender 
Female 
Male 
 
95.1% 
  4.9% 
  
 94.4% 
   5.6% 
      
Age 
Mean 
SD 
 
29.69 
8.34 
  
20.28 
  4.57 
18.69 641.023 <.001 8.42 10.40 1.48 
Children 19.3%     2.4% 7.59 542.814 <.001 .13 0.21 0.65 
Working experience (months) 
Mean 
SD 
 
     122.61 
 71.94 
  
30.46 
19.12 
25.40 519.433 <.001 85.02 99.28 2.23 
Job tenure (months) 
Mean 
SD 
 
 44.68 
 42.03 
  
22.07 
16.31 
10.27 632.808 <.001 18.28 26.93 0.82 
Education          
Vocational degree   84.8%  -       
Academic degree     5.6%  -       
In vocational college -  66.1%       
Other    9.6%  33.9%       
 
  
  72 
Table 2: Job resources and job demands by job title   
 
Variable 
Lead 
teachers 
 
Assistant 
teachers 
t df P 
95% CI 
Cohen’s 
D M SD  M SD LL UL 
Job resources 3.91 0.51  3.73 0.52 4.67 711 <.001 0.11 0.26 0.35 
Job control 3.30 0.72  2.89 0.74 7.26 709 <.001 0.30 0.52 0.55 
Role clarity 4.59 0.52  4.44 0.57 3.57 710 <.001 0.07 0.23 0.27 
Team climate 3.80 0.70  3.74 0.76 0.93 696 .354 −0.06 0.16 0.07 
Leadership quality 3.95 0.83  3.83 0.83 1.87 689 .061 −0.01 0.25 0.14 
Job demands 2.78 0.68  2.58 0.66 4.11 759 <.001 0.11 0.30 0.30 
Qualitative demands 3.21 0.72  2.99 0.70 4.17 714 <.001 0.12 0.33 0.31 
Quantitative demands 2.37 0.74  2.19 0.72 3.22 756 .001 0.07 0.28 0.23 
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Job resources and job demands of lead teachers and assistant teachers 
Lead teachers and assistant teachers reported similar perceptions of their job resources 
and job demands: both groups reported high levels of role clarity, low levels of job control and 
mid-level ratings of team climate and leadership quality. Both groups experienced higher levels 
of qualitative than quantitative job demands. See Table 2. Lead teachers reported more overall as 
well as individual job resources and job demands than assistant teachers. T-tests revealed 
significant differences between teachers and assistant teachers in regard to overall scores of job 
resources, t (745) = 4.67; p < 0.001, d = .35, and job demands, t (759) = 4.16, p < 0.001, d = .29. 
However, t-tests for each subscale yielded non-significant differences between the two staff 
groups with respect to team climate (p = .27) and leadership (p = .06).  
 
Bivariate relationships between personal and structural characteristics and job resources 
and job demands 
Table 3 presents the means and standard deviations for the personal and structural 
characteristics by job title. Assistant teachers were more likely to report higher values for 
adequate staffing, floaters, percentage of part-time children, and appreciation, and less 
preparation and planning time than lead teachers. In order to address our second research 
question, we calculated bivariate correlations to explore the relationships between personal and 
structural characteristics and job resources and job demands. Table 4 shows the correlations for 
the lead teachers and the assistant teachers. The correlation patterns were similar for the two 
groups except for job tenure, working experience, preparation and planning time, and percentage 
of part-time children.  
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Table 3: Personal and structural characteristics assessed by job title 
 
1.1.1.1.1!  Lead teachers  Assistant teachers   Range 
Variable N M SD  n M SD t α Potential Actual 
Personal characteristics            
Job tenure (months) 451 44.68 42.03  286 22.07 16.31 10.27***   1.0–252.0 
Working experience (months) 434 122.61 71.94  295 30.46 19.12 25.40***   1.0–528.0 
Attitude toward center-based 
child care 
397 3.30 0.83  261 3.38 0.78 −1.27 .72 1.0–5.0 1.0–5.0 
Structural characteristics            
Adequate staffing 435 3.75 0.82  275 3.90 0.79 −2.30* .86 1.0–5.0 1.0–5.0 
Support by governing agency 444 3.62 0.96  277 3.73 0.86 −1.54 .87 1.0–5.0 1.0–5.0 
Adequate work space 448 3.56 0.78  286 3.67 0.76 −1.90 .62 1.0–5.0 1.2–5.0 
Pedagogical framework 433 3.78 0.70  273 3.80 0.74 −0.22 .75 1.0–5.0 1.0–5.0 
Employment conditions 446 3.70 0.67  281 3.64 0.67 1.02 .72 1.0–5.0 1.7–5.0 
Floaters 417 3.15 1.22  250 3.40 1.16 −2.57* .91 1.0–5.0 1.0–5.0 
Percentage of part-time 
children 
431 3.96 0.91  269 4.25 0.77 −4.33***  1.0–5.0 1.0–5.0 
Appreciation 441 3.71 0.64  276 3.94 0.68 −4.55*** .65 1.0–5.0 1.3–5.0 
Planning and preparation 
time (minutes) 
419 130.35 140.89  276 48.10 47.70 9.35***   0.0–720.0 
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Table 4: Intercorrelations among study variables for lead and assistant teachers 
Variables 1 2 3 4 5 6 7 8 9 10 11 12 13 14 
               
1. Job resources -  −.57*** .02  −.08 .29***  .65***  .56***   .44***  .61***   .60***  .36***    .05    .31***      .19** 
2. Job demands −.47*** - .10 .14* −.23*** −.58*** −.37*** −.26***  −.42*** −.39*** −.26*** −.06 −.25***    −.02 
3. Job tenure .13**  −.09 -   .71***  −.12  −.10 −.04  −.01  −.11 −.07  −.07 −.02 −.07      .11 
4. Working experience .09 .01 .36*** -  −.13*  −.15* −.12*  −.13*  −.12* −.14*  −.09 −.05 −.13*      .23*** 
5. Attitude toward 
center-based 
child care 
.25*** −.19*** .16** .13* -   .29***   .16*  .16**    .18** .26***    .06   .03    .09     -.03 
6. Adequate staffing .55*** −.54*** .13** .06   .31*** - .58***  .51***    .65*** .62***  .43***   .09 .35***   .19** 
7. Support by 
governing agency 
.48*** −.37*** .10* .07  .27***  .61***      - .58***    .66*** .65***  .31***   .15* .42*** .13* 
8. Adequate work 
space 
.39*** −.29*** .14**  .10*  .45*** .46*** -    .58*** .55***  .35***   .20** .31*** .16* 
9. Pedagogical 
approach 
.57*** −.41*** .14** .02   .20***  .67*** .60***  .48*** - .70***  .47***   .11 .46***   .24*** 
10. Employment 
conditions 
.57*** −.42*** .17*** .09   .23***  .63***    .64*** .54***    .70*** -  .42***   .14* .39***   .19** 
11. Floaters .35*** −.38*** .08 .06  .17**  .50*** .45*** .34*** .39*** .44*** -   .14*   .23***    .15* 
12. Percentage of part-
time children 
.19*** −.11* .02 −.03 .11*  .24*** .21*** .18*** .20*** .27*** .22*** -   .06 -.10 
13. Appreciation .24*** −.14** .15** −.02 .07  .32*** .27*** .28*** .34*** .29*** .17** .22*** - .02 
14. Planning and 
preparation time 
.18*** −.02 .06 .03 .10 .12*    .13* .14** .13**   .08 .09    .09 −.04 - 
Notes. Intercorrelations for assistant teachers (n = 246–294) are presented above the diagonal, and intercorrelations for lead 
teachers (n = 362–461) are presented below the diagonal.*p < .05. **p < .01, ***p < .001, - not applicable 
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Antecedents of job resources 
First, we examined the influence of the personal characteristics and structural 
characteristics on job resources as shown in Table 5. Personal characteristics accounted for seven 
percent of the variance in job resources among lead teachers and for eight percent of the variance 
in job resources among the assistant teachers. Attitude towards center-based child care was a 
significant predictor of job resources for both groups, with those child care staff reporting a more 
positive attitude experiencing greater job resources. The structural characteristics contributed an 
additional 36% (lead teachers) and 44% (assistant teachers) to the variance of job resources. For 
the lead teachers, significant predictors in the final model were employment conditions (β = .24, 
p < .001), pedagogical approach (β = .22, p < .01), adequate staffing (β = .16, p < .05) and 
preparation time (β = .09, p < .05). For the assistant teachers, the significant predictors were 
adequate staffing (β = .32, p < 0.001), pedagogical approach (β = .18; p < 0.05), employment 
conditions (β = .17; p < 0.05), and positive attitude toward center-based child care (β = .11; p < 
0.05). When child care staff reported higher scores for these structural characteristics, they 
experienced greater job resources. Both models showed a good overall fit for lead teachers 
(adjusted R2 = 41%) and for assistant teachers (adjusted R2=51%). 
 
Antecedents of job demands 
Next, we examined the influence of personal and structural characteristics on job 
demands as shown in Table 6. As with the previously described regressions, the personal 
characteristics which were entered in the first step explained a small amount of job demands 
variance (3% for the lead teachers, and 6% for assistant teachers). Only a positive attitude 
towards center-based child care was a significant predictor of demands, with child care staff less 
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positively disposed experiencing higher job demands. Again, the structural characteristics 
introduced in the second step explained a much higher variance in job demands with an 
additional 29% for lead teachers and assistant teachers. For the final model, adequate staffing (β 
= –.41, p < 0.001) and floaters (β = –.14, p < 0.01) were significant predictors of job demands 
for the lead teachers and only adequate staffing (β = –.52, p < 0.001) of the job demands for 
assistant teachers. When child care staff reported lower levels of adequate staffing and lead 
teachers reported fewer floaters, they experienced more job demands. Again, both models 
showed a good overall fit for the lead teachers (adjusted R2=31%) and for the assistant teachers 
(adjusted R2 = 32%).  
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Table 5: Multiple hierarchical regressions predicting job resources, by job title  
Predictor 
Teaching staff 
Lead teachers  Assistant teachers 
ΔR² β  ΔR² β 
Step 1 .07***   .09***  
Job tenure  .09   −.04 
Attitude toward center-based child care  .24
***   .28*** 
Step 2 .36***   .44***  
Job tenure  .01   .04 
Attitude toward center-based child care  .08   .11* 
Adequate staffing  .16*   .32*** 
Support by governing agency  .03   .14* 
Adequate work space  .04   −.03 
A pedagogical approach  .22**   .18* 
Employment conditions  .24***   .17* 
Floaters  .04   .03 
Percentage of part-time children  .00   −.04 
Appreciation  .02   −.02 
Planning and preparation time  .09*   .03 
Total R² .41***   .51***  
n 397–448   250–295  
*p < .05. **p < 0.01. ***p < 0.001 
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Table 6: Multiple hierarchical regressions predicting job demands, by job title 
Predictor 
Teaching staff 
Lead teachers  Assistant teachers 
ΔR² β  ΔR² β 
Step 1 .04**   .06**  
Job tenure  .04   .11 
Attitude toward center-based child care  −.20
***   −.21** 
Step 2 .29***   .29***  
Job tenure  .06   .05 
Attitude toward center-based child care  −.03   −.06 
Adequate staffing  −.41***   −.52*** 
Support by governing agency  .01   −.04 
Adequate work space  −.02   .10 
A pedagogical approach  −.03   −.07 
Employment conditions  −.11   −.01 
Floaters  −.14**   .00 
Percentage of part-time children  .05   −.01 
Appreciation  .05   −.03 
Total R² .31***   .33***  
n 397–461   250–300  
**p < 0.01. ***p < 0.001 
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DISCUSSION 
The present study advances the knowledge about job resources and job demands among lead 
teachers and assistant teachers working in early care and education. Three main findings 
emerged from the study: (1) Lead teachers reported slightly higher job resources and job 
demands than assistant teachers; (2) Structural characteristics of child care centers were found to 
predict child care staff’s perceived job resources and job demands in particular; and (3) Similar 
antecedents were identified for perceived job resources and job demands among child care staff 
with different education levels. 
Job demands and job resources of lead teachers and assistant teachers 
We hypothesized that lead teachers would be more likely to experience greater job 
resources and greater job demands than assistant teachers given the differences in their roles, 
responsibilities, job tenure, and formal training. Although perceived job resources and job 
demands were somewhat higher among lead teachers than assistant teachers, levels of perceived 
team climate and leadership quality did not differ between the two groups. This seems 
understandable because lead teachers and assistant teachers share teams and the directors guiding 
them which appears to resonate similar with both groups.  
One interpretation of the higher role clarity, job control, and quantitative and qualitative 
demands of lead teachers compared to assistant teachers may result from the different roles and 
responsibilities both groups perform. Contrary to previous findings that roles and duties are not 
hierarchically distributed according to job title in child care (Kontos & Stremmel, 1988; 
Whitebook et al., 1981), the present findings point to some kind of hierarchical arrangement. 
There are two possible explanations for these inconsistent findings. First, this hierarchical 
arrangement may reflect a shift toward professionalism in child care (Miller, Dalli, & Urban, 
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2012). According to recent studies assistant teachers indeed perform different roles than lead 
teachers, e.g., assistant teachers provided less instructional support than lead teachers (Curby et 
al., 2012, Sosinsky & Gilliam, 2011). Second, the hierarchy may be ascribed to the different 
roles of assistant teachers in Swiss versus American child care centers. Whereas Swiss assistant 
teachers are in a formal education arrangement including specific protection and support, but 
also significantly lower salaries, assistant teachers in the US are a normal part of the workforce 
(Curby et al., 2012; Flitner, 2009; Kontos & Stremmel, 1988). Another reason why job resources 
and job demands are higher for lead teachers may be their higher level of formal education and 
more work experience. Both may enable child care staff to cope more efficiently with work tasks 
and responsibilities and hence to create job resources, e.g., role clarity, and to cut down job 
demands, e.g., time pressure.  
 Apart from these differences both groups reported low job control. While job control has 
been identified as an essential predictor of worker’s well-being across occupations (e.g., 
Laschinger, Grau, Finegan, & Wilk, 2012) and for child care staff in particular (Koch et al., 
2015; Royer & Moreau, 2015; Rudow, 2004), the present findings suggest that its level is limited 
in child care work. This low level of job control may be attributed to the child care work itself 
which requires a certain daily routine and repetition.   
 
Personal antecedents of job resources and job demands 
Overall, structural characteristics were better predictors of job demands and resources than 
personal characteristics, which is in keeping with a number of previous studies, e.g. Jorde-
Bloom, 1988, Rudow, 2004, Schreyer & Krause, 2016, Viernickel et al., 2014. Only one 
personal characteristic, the attitude toward center-based child care, predicted job resources. 
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Prior studies yielded mixed results about the role of personal characteristics for the job resources 
and job demands of child care staff. In a study by Royer and Moreau (2015) job tenure did not 
predict child care teachers’ well-being, whereas in a study by Stremmel et al. (1993) personal 
characteristics such as age and education were shown to contribute to child care teachers’ 
emotional exhaustion. Moreover, motivation was shown to be the main reason for choosing the 
profession (Fenech et al., 2009) as well as the single best predictor of child care staff’s intent to 
stay in the profession (Torquati et al., 2007). In contrast, the results of our study suggest that 
personal characteristics are of lesser importance for the working experience of teaching staff. 
Given the profession’s relatively low social status and poor compensation, however, motivation 
appears to have some influence on job resources and job demands of child care teachers. 
 
Structural antecedents of job resources and job demands 
The results reported here indicate that similar patterns of structural characteristics, such 
as a pedagogical approach and adequate staffing, shape the job resources and job demands of all 
child care staff, whether they are lead teachers or assistant teachers. Nonetheless, consistent with 
prior research some variation by role did surface in this investigation (Curby et al., 2012; 
Sosinsky & Gilliam, 2011; Stremmel et al., 1993). 
The availability of floaters and dedicated time for preparation were of greater importance 
for lead teachers’ job experience than for that of assistant teachers.. In contrast, perceived 
adequate staffing, support by governing agency, and a positive attitude toward center-based 
child care were of greater importance for assistant teachers’ perception of job resources as 
compared to lead teachers. One way to account for these differences are the different roles and 
responsibilities lead teachers and assistant teachers presumably perform (Sosinsky & Gilliam, 
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2011). A second way to account for these differences are the potentially different needs of 
assistant teachers and lead teachers. Due to the lack of formal training and work experience, 
assistant teachers may need more support and protection which is presumably reflected in the 
importance of the support by governing agency and adequate staffing for their job resources. 
 
Professionalism 
A pedagogical approach, favorable underlying employment conditions, sufficient 
preparation and planning time (for lead teachers), adequate staffing, support by governing 
agency (for assistant teachers) and positive attitude toward center-based child care are all 
significant predictors of job resources. Each of these variables, whether structural or personal, 
are expressions of professionalism in child care work (Caulfield, 1997; Hordern, 2014). 
Sufficient preparation and planning time enables the child care staff to adequately plan, prepare, 
and document their work which benefits children and child care staff alike (Sosinksy & Gilliam, 
2011). Viernickel et al. (2014) suggest that child care teachers must compensate for limited 
preparation and planning time by working overtime and/or at home which is likely to increase 
job demands. Prior research points to the benefits of favorable underlying employment 
conditions for work-related attitudes, health, and behavior of child care staff (Stremmel et al., 
1993; Schreyer & Krause, 2016; Viernickel et al., 2014) that promote professionalism and 
facilitate the daily work of the child care staff. Viernickel et al. (2014) found that the mere 
existence of an articulated pedagogical approach improves the work performance of child care 
staff. Therefore, the stipulation of a written pedagogical approach in Swiss child care centers 
appears to benefit the child care staff. Finally, adequate staffing appears to be the necessary 
prerequisite that supports job resources and lowers job demands (OECD, n.d.).  
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The characteristics appreciation, percentage of part-time children, an adequate work 
space, and floaters did not predict job resources despite the fact that prior research suggests that 
they contribute to the working experience of child care staff (Koch et al., 2015; Machmutow et 
al., 2013; Viernickel et al., 2014). The other structural characteristics assessed in our study 
appear to outweigh their influence. These contributors to child staff perception of a better work 
environment point to areas ripe for intervention by policy makers, trainers and center directors. 
That many of these same antecedents to job resources are also known to be associated with high-
quality child care (Phillipsen, Burchinal, Howes, & Cryer, 1997; Shpancer, 2006), suggests that 
both child care teachers and children benefit from the same center characteristics.  
 
Adequate staffing 
Aspects of staffing – inadequate staffing and an insufficient number of floaters - appear to 
contribute overwhelmingly to perceived levels of job demands and outweigh the influence of all 
other structural characteristics. The absence of adequate staffing increases levels of perceived 
job demands and decreases levels of perceived job resources. As many researchers have found, 
working without sufficient numbers of adequately trained co-workers negatively impacts child 
care teachers’ experience at work (e.g., Baumgartner et al., 2009; Rudow, 2004; Viernickel et al., 
2014) and fuels higher turnover (Whitebook & Sakai, 2003). Adequate staffing refers to the 
perceived adequacy of the number and qualification of staff in relation to the number of children 
in daily practice; it does not represent the required child-to-staff ratio in a child care center. The 
latter may not be met in daily practice and/or may be met but still be perceived as inadequate by 
child care staff. Whereas the immediate work with the children cannot be postponed, other tasks 
and responsibilities, such as team meetings and preparation, can. This impedes the creation of 
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job resources and their structural antecedents, such as the implementation or development of the 
pedagogical approach, which potentially buffer job demands (Bakker, Hakanen, Demerouti, & 
Xanthopoulou, 2007; Van den Broeck et al., 2008). While the consequences of adequate staffing 
seem rather obvious, the reasons why staff assess it to be inadequate is less obvious given that 
official regulations require a particular child-to-staff-ratio in all institutions across the board. 
Possible explanations include the high absenteeism rates in center-based child care (Gørtz & 
Andersson, 2013) and job vacancies (Sumsion, 2007). Better child-to-staff ratios are also an 
important predictor of high-quality child care (Huntsman, 2008; NICHD Early Child Care 
Research Network, 2002). Again, this finding suggest a tight link between child care quality and 
working conditions of child care teachers.  
Adequate staffing has a greater influence on the experience of work of assistant teachers 
than it does on that of the lead teachers. One possible explanation is that assistant teachers may 
spend more time directly with the children than lead teachers who attend to planning, reporting 
and other duties. Maslach and Pines (1977) found that long working hours spent with children 
had an adverse effect on child care teachers’ stress levels and attitude. Additionally, more 
preparation and planning time helped serve as a job resource that may buffer the effects of 
inadequate staffing for child care teachers. Moreover, assistant teachers may rely more on well-
educated and experienced staff given their own limited work experience and education.  
 
Limitations 
All data are self-reports from the lead teachers and assistant teachers. This may bias the 
results due to common method variance, as relationships between variables may be inflated 
(Podsakoff, MacKenzie, & Podsakoff, 2012). Future research examining the child care work 
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environment should augment teachers’ perspectives with information from different sources such 
as reports by child care center directors as well as observations conducted by independent 
observers. In addition, the survey was correlational, and thus caution should be exercised in 
assuming causal relationships between variables. To address this issue, longitudinal and 
observational studies should explore whether the variables identified as influencing job resources 
and job demands lead to behavioral consequences for child care staff with respect to health 
outcomes and turnover as well as to differences in the quality of staff child interactions.     
The study represents Swiss-specific conditions which is why the findings should be 
interpreted cautiously with regard to other communities or countries. In Zurich, for example, 
there is a legal requirement that a child care center needs to develop a pedagogical approach, but 
this may not be the case in child care centers operating in different policy contexts. Nonetheless, 
the importance of the contribution of a pedagogical approach to job resources in the Swiss 
context suggests its promise as an important legal requirement in other environments.  
Finally, even though the questionnaire covered a broad range of personal and structural 
characteristics, its scope was not exhaustive. Most notably, wages, which have been identified 
repeatedly as influencing turnover among child care staff (e.g., Gable et al., 2007; Whitebook et 
al., 1989; Whitebook & Sakai, 2003) and economic insecurity (Whitebook et al., 2014) were 
excluded from this analyses due to missing values. Further studies are needed to investigate how 
wages and other aspects of staff compensation may influence job resources and job demands 
among child care teachers. Moreover, the results imply that work quality and care quality are 
closely intertwined, warranting future research investigating their relationship. 
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Conclusion and policy implications  
The study results provide important information for addressing the needs of lead teachers 
and assistant teachers and for promoting a working environment in child care centers that fosters 
job resources. Job resources and job demands of child care teachers are more strongly influenced 
by structural than by personal antecedents. This implies that the working conditions and the 
organization of the workplace should be targeted for continuous improvements with particular 
attention to those working conditions that foster professionalism among child care staff, such as 
the importance of a pedagogical approach, employment conditions, and preparation and planning 
time. Consequently, child care center managers, governing agencies, and policy makers should 
continuously assess and improve working conditions, offer further education and support a 
continuous dialogue about pedagogical issues in daily work. In addition, requiring and enforcing 
low child-to-staff ratios in daily practice should be a priority. Various measures, such as 
employing more staff or floaters, can be taken in order to allow for more time for preparation and 
planning for child care teachers and lift the burden of continuous interaction with children from 
assistant staff. Improving the structural features in child care centers can help to realize the goal 
of a stable, skilled, and experienced child care workforce providing high-quality child care. 
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Abstract  
Burnout is a widespread occupational stress outcome among child care teachers jeopardizing 
care quality and hence children's development. This study aimed at exploring the relationships 
between individual and organizational level characteristics and burnout levels because these 
nested associations are one overlooked question in child care workforce research. The included 
characteristics reflect the six work-life areas: control, reward, workload, community, fairness, 
and values. We applied a mixed effects model with data at the individual level (level 1) and child 
care center level (level 2) using assessments of 220 child care teachers and their 59 directors 
working in 59 child care centers in a Swiss community. We found that 19% of variability of 
burnout symptoms was at the child care center level. Further, the analysis yielded that lower job 
control and reward on level 1 and higher workload on level 2 were associated with higher 
burnout levels among child care teachers.  
 
Keywords 
Burnout symptoms - child care teachers - six work-life areas - two-level design - individual level 
- child care center level  
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Introduction 
 Burnout manifests as severe emotional, mental, and physical exhaustion due to long-term 
stressful work situations involving emotional demands (Schaufeli & Greenglass, 2001). The 
number of child care teachers suffering from burnout symptoms or at risk for burnout is high: 
international studies report numbers ranging from 10% to 56% (Koch et al. 2015; Løvgren, 2016; 
OECD, n.d.). Hence, child care teachers appear to be particularly susceptible to burnout (Barford 
& Whelton, 2010; Jungbauer & Ehlen, 2015; Koch et al., 2015; Løvgren, 2016; Maslach & 
Pines, 1977). The reasons for this susceptibility may be that child care work is typical “people 
work" that involves long hours of direct intimate contact with children, staff, and administration 
(Hildebrand & Seefeldt, 1986; Maslach & Jackson, 1981). Studies suggest that stress and 
exhaustion among child care teachers increase gradually with the amount of time spent with 
children on the floor (Løvgren, 2016; Maslach & Pines, 1977). Additionally, child care teachers 
work long hours and often face inadequate working environments and conditions (Baumgartner 
et al., 2009; OECD, n.d.; Whitebook et al., 2014). Studies report that breaks are often too short, 
non-existent, or spent with sleeping children (Kontos & Stremmel, 1988; Schreyer et al., 2014; 
Stremmel et al., 1993). Moreover, time for planning and preparation is insufficient, children's 
groups are too big, staffing levels are inadequate, and wage and benefits are low (OECD, n.d.; 
Schreyer & Krause, 2016; Viernickel et al., 2014; Whitebook et al., 2014). Intense emotional 
work combined with long working hours and inadequate working conditions may particularly 
deplete the energy and resources of child care teachers and foster the development of burnout 
symptoms. 
 Stressed, overworked, and burned-out child care teachers may withdraw emotionally 
from their work and the children (Curbow et al., 2000; Maslach et al., 2001; Whitebook et al., 
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2014). Hence, child care teachers are less responsive to children's needs and less able to engage 
in compassionate and nurturing interactions with the children (Curbow et al., 2000; Whitebook et 
al., 1981). Additionally, burnout is associated with absenteeism, turnover intention, and turnover 
(Alarcon, 2011; Borritz, 2006; Leiter & Maslach, 2009). These attitudinal and behavioral 
burnout correlates further undermine care quality (Barford & Whelton, 2010; Goelman & Guo, 
1998; Hildebrand & Seefeldt, 1986; Leiter & Maslach, 2009; Van Bogaert, Kowalski, Weeks, 
Van Heusden, & Clarke, 2013) by disrupting the relationship, attachment, and trust between 
children and child care teachers, which play a critical role in the learning processes and social 
development of young children (Ahnert, Pinquart, & Lamb, 2006; Bridges et al., 2011; National 
Research Council and Institute of Medicine, 2000). In sum, the consequences of burned-out child 
care teachers may be detrimental because child development is at stake (Manlove, 1993). 
Therefore, this article aims at deepening the understanding of burnout symptoms among child 
care teachers. 
 
Burnout 
Freudenberger (1974) and Maslach (1976) described burnout first in the seventies for 
professionals working in human services. Four decades later, an ample research body exists 
having investigated the phenomenon, its correlates, reasons, consequences, and prevention in and 
outside human services (Alarcon, 2011; Borritz et al., 2006). Despite these efforts, burnout rates 
among professionals in and outside human services remain high (Leiter, Bakker, & Maslach 
2014). Burke (2015) points out that contemporary worklife is shaped by greater uncertainty and 
financial challenges because the consequences of the financial crisis in 2008 have taken their toll 
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on professionals in the form of increased stress levels and burnout. Due to budget cuts in the 
public sector, this development is particularly pronounced in human services, such as child care.  
While researchers agree that burnout is a cumulative, affective stress reaction to ongoing 
occupational strain and demands due to “a fundamental disconnect between the worker and the 
workplace” (Leiter & Maslach, 2004, p. 91), they disagree on a precise definition of burnout 
(Borritz et al., 2006; Maslach & Jackson, 1981; Maslach et al., 2001; Pines & Aronson, 1988; 
Shirom & Melamed, 2006). In the approach most widely applied, Maslach et al. (2001) define 
burnout drawing on the three dimensions emotional exhaustion, cynicism (also 
depersonalization), and inefficacy (also reduced accomplishment): Emotional exhaustion refers 
to feelings “of being overextended and depleted of one’s emotional and physical resources” 
(Leiter & Maslach, 2004, p. 93), cynicism to “a negative, callous, or excessively detached 
response to various aspects of the job” (Leiter & Maslach, 2004, p. 93), and inefficacy to 
“feelings of incompetence and a lack of achievement and productivity in work” (Leiter & 
Maslach, 2004, p. 93). Maslach et al. (2001) emphasize that all three dimensions are necessary to 
capture burnout. 
On the other hand, a handful of researchers (Kristensen et al., 2005; Pines & Aronson, 
1988; Schaufeli & Greenglass, 2001; Shirom & Melamed, 2006) propose a definition of burnout 
drawing on only the energetic dimension, emotional exhaustion, while conceptualizing cynicism 
and inefficacy as consequences rather than characteristics of burnout. For example, Shirom  
(1989) describes burnout as “a combination of physical fatigue, emotional exhaustion, and 
cognitive weariness” (p. 33). This approach is corroborated by the finding that the three 
dimensions proposed by Maslach et al. (2001) are associated with different precursors and 
correlates (Alarcon, 2011; Kristensen et al., 2005). Both definitions share the idea that the 
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energetic dimension, emotional exhaustion, is the core of burnout (Kristensen et al., 2005; 
Løvgren, 2016; Maslach et al., 2001; Shirom, 1989). Moreover, emotional exhaustion is the 
dimension most strongly related to teaching (Näring et al., 2012) and especially pronounced 
among child care teachers (Jungbauer & Ehlen, 2015; Rentzou, 2012). Therefore, we focus on 
symptoms of emotional exhaustion in this study. 
 
The Areas of Worklife by Maslach and Leiter in the child care workforce 
Maslach and Leiter (1997) identified six key worklife areas in which a mismatch between 
individuals and their work environment contributes to burnout: workload, control, reward, 
community, fairness, and values. For this study, we draw on these six worklife areas. Leiter 
(2015) points about that “every time and place realizes these themes in distinctive ways” (p. 
224). Therefore, we apply the AWL to the child care workforce drawing on the extant research 
literature.  
The worklife area control reflects the extent of authority, autonomy, and decision-scope 
an employee has to pursue at work according to her or his own ideas and wishes (Leiter & 
Maslach, 2004). Experienced role conflict or role ambiguity may aggravate control problems 
(Leiter & Maslach, 2004). Hence, people are strained and upset if they feel themselves 
committed to certain outcomes but lack the control to accomplish them (Maslach et al., 2001). 
For child care teachers, researchers identified job control as a major job resource and the 
associated constructs role conflict and role ambiguity as major stressors (Khan, 2009; Manlove, 
1994; Rudow, 2004). 
The worklife area reward reflects whether professionals feel appropriately recognized for 
their work, either in financial or social terms or both (Maslach et al., 2001). In child care work, 
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researchers found that insufficient rewards in terms of low wages and few benefits constitute 
major stressors among child care teachers worldwide, leading to various negative outcomes such 
as burnout and turnover (Goelman & Guo, 1998; Rudow, 2004; Whitebook et al., 1989; 2014). 
The worklife area workload reflects whether employees either experience an excessive 
overload—too many demands in relation to too few resources—or have to perform complex 
tasks that are not aligned with skills and experience (Leiter & Maslach, 2004; Maslach & Leiter, 
1997). Both overload and excessive demands may deplete the employees’ energy if they lack 
sufficient resources to cope with the demands. As a result, they may become drained and 
exhausted (Leiter & Maslach, 2004). In child care, the number of child care teachers in relation 
to the number of children (staffing levels) is a striking indicator for workload: The workload 
continuously increases with a higher child-to-adult ratio (Maslach & Pines, 1977). Earlier studies 
have corroborated the close relationship between low adult-child ratios and increased stress 
levels of child care teachers (Maslach & Pines, 1977; OECD, n.d.; Viernickel et al., 2014).  
The worklife area community reflects whether employees feel socially connected and 
supported at work by either their co-workers or directors (Leiter & Maslach, 2004). Unresolved 
or constant conflicts are likely to contribute to feelings of frustration and hostility (Maslach et 
al., 2001). Research has shown that support by co-workers and directors was negatively 
correlated to burnout symptoms among child care teachers (Barford & Whelton, 2010; Rudow, 
2004; Viernickel et al., 2014). 
The worklife area fairness reflects the extent to which workers feel treated fairly at work, 
e.g., concerning promotions, evaluations, and work procedures, as well as respected (Leiter & 
Maslach, 2004). Unfair and disrespectful treatment, e.g., missing out on a promotion they felt 
entitled to, may be exhausting and upsetting (Leiter & Maslach, 2004). For the child care 
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workforce, studies indicate that unfair treatment, for example in work schedules and task 
distribution, is a major stressor (Khan, 2009). 
The last worklife area values reflects how closely the organization’s goals are related to 
the objectives and beliefs of the workers (Leiter & Maslach, 2004). Employees are likely to feel 
distressed when they experience a conflict of values at work that, in turn, may increase burnout 
symptoms (Leiter & Maslach, 2004). In child care work, the pedagogical framework epitomizes 
the values of the child care center. Studies have shown that a pedagogical framework per se and 
identification with it act as a resource among child care teachers (Blöchliger & Bauer, 2016; 
Viernickel et al., 2014).  
 
Study aim 
Halbesleben and Leon (2014) summarized the state of burnout research examining 
organizational level characteristics and found that these characteristics have contributed to 
individual burnout levels beyond and above individual level characteristics. For example, studies 
have revealed that average work hours (Park & Lake, 2005) and work environment dynamics (Li 
et al., 2013) on a hospital level were related to individual burnout levels among nurses. In 
addition, characteristics on a ward level, i.e., staff adequacy, leadership, and support for nurses, 
were associated with individual burnout levels among nurses (Leineweber et al., 2014).  
To date, no study has explored the relationships between organizational level 
characteristics, e.g., the child care center level, and burnout levels among child care teachers. 
The studies cited to apply the AWL to the child care workforce have examined job 
characteristics only based on self-reports representing the individual level. Moreover, Goelman 
and Guo (1998) and Viernickel et al. (2014) assume that child care teachers share levels of 
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experienced burnout symptoms in a child care center. Therefore, the present study aims at 
addressing these research gaps by (1) assessing whether and to what extent burnout symptoms 
among child care teachers cluster within child care centers and (2) exploring the relationships 
between both individual and organizational level characteristics and burnout symptoms among 
child care teachers. Thereby, the individual and organizational level characteristics reflect the six 
worklife areas proposed by Maslach and Leiter (1997). 
 
Method 
Procedure 
The study sample draws from a larger survey conducted in all publicly co-financed child care 
centers in a Swiss community in 2013. The survey invited all child care teachers and their 
directors to participate in the survey by asking the center directors by email to fill out the 
directors’ questionnaire and to share the child care teachers’ questionnaire with employees. The 
directors could choose to either forward the link to the online questionnaire or order hard copy 
forms. On average, the participants needed 30 minutes to complete the questionnaire.  
 An accompanying note briefly introduced the study and emphasized the confidentiality 
and voluntariness of the answers. Participants were asked to consent before filling out the 
questionnaire. The hard copy questionnaires were sent out together with an addressed envelope 
to ensure that participants could complete the questionnaire in private and send it to us directly. 
After data collection was completed, we ensured confidentiality by isolating from the database 
all personally identifying information, i.e., the names of the child care centers. All identifying 
records and notes were destroyed in accordance with established research ethics protocols. To be 
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able to match the data of child care teachers and their directors, we substituted the child care 
center variable with a variable containing a random number.  
 
Participants 
For the present study, we included only child care teachers who specified the name of their child 
care center and whose directors participated in the survey as well. In total, the analysis 
comprised assessments of 220 child care teachers and their 59 directors who work in 59 child 
care centers. On average, a child care center has 3.73 participants with child care center sizes 
ranging from 1 to 11 participants. 
On average, child care teachers were 30 years old (SD = 7.87). The majority (64%) was 
between 20 to 30 years old. They had been working in child care for an average of 10.34 years 
(SD = 5.82) and at the child care center included in this study for an average of 3.51 years (SD = 
3.36). Twenty-four percent of the participants had children and 95% were women. Most 
participants (79%) completed a vocational apprenticeship as a child care teacher, and only 19% 
held an academic degree.  
The child care center directors were, on average, 40 years old (SD = 9.65). More than half 
of the directors (56.4%) were older than 40 years. On average, they had been working in child 
care for 19.01 years (SD = 7.98), as a director for 7.76 years (SD = 6.26) and at the child care 
center included in this study for 7.68 years (SD = 6.04). Thirty-five percent of the child care 
center directors had children, and 95% were women. Eighty-five percent completed a vocational 
apprenticeship as a child care teacher, 35 % held an academic degree, and 91% had an additional 
management qualification.  
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Measures 
Dependent variable: Burnout symptoms 
The four items of the Copenhagen Psychosocial Questionnaire II (COPSOQ II) measured the 
burnout symptoms experienced among child care teachers (Pejtersen, Kristensen, Borg, & 
Bjorner, 2010). The items stem from the Copenhagen Burnout Inventory (CBI) (Kristensen et al., 
2005) which is based on the definition of burnout where only one, the energetic dimension, 
constitutes burnout. The items covered how tired and physically and emotionally exhausted the 
participants had felt during the last four weeks, e.g., “How often have you been emotionally 
exhausted?” The answering scale ranged from 1 (never) to 5 (always). The Cronbach’s alpha of 
.87 suggests that the scale has good reliability. 
Independent variables 
To reflect processes in child care work, we choose to employ instruments specific to the child 
care workforce instead of the Areas of Worklife Scale (Leiter & Maslach, 2002). The scales that 
measured the variables reward, values, the leadership aspect of community, and workload were 
particularly developed for child care teachers which assures high validity for this group 
(Schreyer et al., 2012a; Schreyer, Brandl, & Krause, 2012b). Well-validated scales assessed 
control and the team aspect of community reflecting specific resources for child care teachers, 
such as autonomy (control; Bond et al., 2006) and team collaboration (team climate; Anderson & 
West, 1998). The following classification into individual and organizational level measures was 
based on the degree of construct's variance between and within child care centers (details see 
section on data aggregation). 
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Individual level measures 
Age. We asked the participants to indicate the year they were born.16 Control. The six items of 
the HSE job control scale assessed the decision-scope range child care teachers had at their 
workplace, e.g., “I have a choice in deciding how I do my work.” (Bond et al., 2006). Reward. 
Two items of the AQUA-questionnaire (Schreyer et al., 2012a) asked to what extent the 
participants were satisfied with their pay, e.g. “How satisfied are you with your pay compared to 
the pay in other child care centers?” The response scale for control and reward ranged from 1 (I 
do not agree at all) to 5 (I completely agree). Both scales showed acceptable reliability with 
Cronbach’s alphas of .77 for control and .74 for reward.  
 
Organizational (child care center) measures 
Assessments of child care teachers. Community. The questionnaire addressed two aspects of 
community: support by team members and support by directors. The 16 items of the Team 
Climate Inventory (TCI) (Anderson & West, 1998) measured to what extent the child care 
teachers felt supported by their team members and safe in their team, e.g., “We support each 
other in new ideas and improved work procedures.” The 20 items of the leadership quality scale 
of the AQUA-questionnaire (Schreyer et al., 2012a) measured the support of the child care center 
directors, e.g., “My director supports me if problems arise at work.” Fairness. Six items from the 
AQUA questionnaire (Schreyer et al., 2012a) assessed whether child care teachers perceived the 
employment conditions (e.g., the working schedule, further education opportunities) as fair, e.g., 
                                                
 
16 Other control variables, e.g., working experience and formal qualification, were not 
significantly related to burnout levels and hence excluded from the analyses.  
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“The work schedule is fair.” Values. Three items of the AQUA-questionnaire (Schreyer et al., 
2012a), slightly adapted to the Swiss context, asked the participants whether they identified with 
the pedagogical framework of the child care center and whether the framework was implemented 
in daily practice. 
 
Assessments of child care directors. Workload. The director’s questionnaire gathered 
information about the workload of the child care teachers focusing on adequate staffing, e.g., 
“The child-to-staff ratio is low.” The statements were based on the on the AQUA-questionnaire 
(Schreyer et al., 2012b) and slightly adapted to the Swiss context. 
 For all scales, the participants reported their agreement with the statements on a Likert 
scale ranging from 1 (I do not agree at all) to 5 (I completely agree). All scales showed 
satisfactory to excellent reliability with Cronbach’s alphas of .60 for workload, of .97 for 
community, of .75 for fairness, and of .79 for values. We computed the score for each scale by 
averaging the sum of the items by the respective number of items. While the six worklife areas 
by Maslach and Leiter reflect a mismatch between individuals and their work environment, it is 
assumed that higher control, reward, community, fairness, and values are associated with lower 
burnout levels and lower workload is associated with lower burnout levels. High scores in 
workload meant a low workload because the workload items were reverse, e.g., "the child-to-
staff ratio is low".   
Data analysis 
We analyzed the data using the statistical software SPSS, version 22, for descriptive purposes, 
and the nlme-package of the open source statistical software R (Bliese, 2016; Pinheiro et al., 
2016) for aggregation purposes and multilevel modeling.  
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Multilevel modeling 
Because the study included nested data, i.e., child care teachers in child care centers, the 
statistical analysis needed to reflect this structure. In line with Barr, Levy, Scheepers, and Tily 
(2013), we applied a linear mixed-effects model with maximal random effects to regress the 
burnout levels on the six worklife areas. Maximal random effects mean including random slopes 
for the independent variables, which allows the associations between the independent and 
dependent variables to vary across child care centers. We included random effects into the model 
based on the criteria of model convergence and variance size of the random effects. As long as 
the model did not converge, we simplified it further. Finally, we fit a model containing the 
random effects with the largest variance sizes. This kind of model accounts for the nested 
structure of the data while detecting random effects with minimal power even in small samples 
(Barr et al., 2013). For the analysis, we centered the included variables around the grand-mean, 
as recommended by Raudenbush and Bryk (2002).  
The equation for the linear mixed-effects model we tested was: 
Level 1: BUij = β0j + β1j(AGij) + β2j(CO) + β3j(RE) + rij 
Level 2:  β0j  = γ00 + γ01(WOij) + γ02(CM) + γ03(FA) + γ04(VA) + u0j, 
  β1j = γ10 + u1j 
In this model, BU stands for burnout, β0j stands for the intercept, β1j(AGij) stands for age, 
β2j(CO) stands for control, β3j(RE) stands for reward, rij stands for the error term of the level 1 
intercept, the βxj stand for the slope coefficients, γ00 stands for the intercept of the level 2 
regression, γ01(WOij) stands for workload, γ02(CM) stands for community, γ03(FA) stands for 
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fairness, γ04(VA) stands for values, γ0x stands for the slope coefficients, and u0j stands for the 
error term for the level 1 intercept. The subscripts ij refer to the ith child care teacher in the jth 
child care center. 
 The aim of the study was to understand the clustering of burnout symptoms within child 
care centers by exploring the variability in burnout levels accounted for by the different levels 
(individual and organizational) and to identify the individual and organizational level 
characteristics significantly associated with burnout levels. Therefore, we fitted three models: the 
null model (unadjusted), model 1 adjusted for the individual level variables, and model 2 
adjusted for the individual and organizational level variables. Hence, we calculated variance 
partition coefficients for all three models and compared them to each other. Differences in the 
variance coefficients between the null model and model 1 as well as models 1 and 2 reveal the 
amount of explained variance by the independent variables on the child care teacher and child 
care center level.   
 
Data aggregation 
For the analysis, we aggregated assessments of child care teachers (individual level, level 1) to 
the child care center level (organizational level, level 2). We choose the child care center as the 
organizational level because child care teachers working at a child care center usually work 
closely together, e.g., they share space, staff, and supervised children, and they work under the 
same auspice and director(s). To aggregate self-reports to a higher level, child care teachers need 
to share perceptions of the constructs to a certain extent. In line with prior researchers’ 
recommendations (Castro, 2002; James, Demaree, & Wolf, 1993; Schneider, White, & Paul, 
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1998), we based the aggregation of the AWL variables to the child care center level on the extent 
of the variance between and the agreement within child care centers.  
For the between-child care center variance, the intra-class correlation coefficient ICC[1] 
examined the extent of variance in the target variable on the individual level explained by child 
care center properties, and the intra-class correlation coefficient ICC[2] examined the reliability 
of the child care center means (Bliese, 2002; Castro, 2002). For the within-child care center 
agreement, the rwg(j) reflected the within-group agreement in each child care center (Castro, 2002, 
James et al., 1993). Thresholds with a minimum of .12 for the ICC[1] (Schneider et al., 1998), a 
minimum of .70 for the  ICC[2] (Castro, 2002), and a minimum of .70 for the rwg(j) (Castro, 2002; 
James et al., 1993) indicate that data aggregation to a higher level is justified. 
Results 
The aim of the study was to better understand burnout symptoms among child care teachers by 
(1) exploring the clustering of burnout symptoms within child care centers and (2) identifying the 
individual and organizational level characteristics significantly related to burnout levels among 
child care teachers.  
First, we explored the data by means of descriptive statistics. The same percentage of 
child care teachers—one in five—reported that they suffered from burnout symptoms often 
respectively rarely; two in five child care teachers reported that they suffered from burnout 
symptoms sometimes. The mean scores of burnout symptoms’ frequency were 1.5–4.5 (range: 1 
to 5) across child care centers. Table 7 presents the means, standard deviations, bivariate 
correlations on level 1 and level 2, and Cronbach’s alphas of all study variables. 
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Table  7: Means, standard deviations and intercorrelations among study variables  
!
Variables M SD 1 2 3 4 5 6 7 8 
Level 1           
1. Burnout symptoms 3.02 0.78 .87 (.90) −.17* −.29*** −.23*** − −.30*** −.40*** −.33*** 
2. Age (years) 30.05 7.87 −.82 − .03      −.17* − .12    −.00 −.00 
3. Control 3.30 0.71 −.30*** −.00 .75 (.85) .09 − .33*** .31***     .24*** 
4. Reward 2.83 0.99 −.39*** −.01 .10 .74 (.83) − .13 .25*** .17* 
Level 2           
5. Workload 3.66 0.63 −.46*** .01 .11 .23** − (.60) − − − 
6. Community 3.89 0.50 −.41*** −.15* .53*** .35*** .26*** .97 (.98) .47*** .46*** 
7. Fairness 3.70 0.39 −.36*** −.03 .39*** .26*** .39*** .63*** .74 (.77) .56*** 
8. Values 3.81 0.52 −.30*** −.08 .53*** .24*** .25*** .74*** .76*** .78 (.97) 
Notes. Correlations above the diagonal are on the individual level (level 1) and correlations below the diagonal are on the child care center level (level 2). Cronbach's alpha 
estimates are presented along the diagonal, estimates on the individual level are left, estimates on the child care center level are right. At the level 1, n = 220; at the child care 
center level, n = 59.  
 *p < .05. **p < .01, ***p < .001, − not applicable 
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Second, the analyses examining data aggregation yielded that the variables community, fairness, 
and values met the thresholds for aggregation. However, the ICC[2] for control and reward and 
the rwgj for reward were below the recommended threshold of .70. Table 8 presents the 
aggregation test results for the worklife area variables. Consequently, we included control and 
reward as individual level variables and community, fairness, and values as organizational level 
variables. Workload is an organizational level variable because the child care center directors 
assessed the workload in the child care center.  
!
Table 8. Aggregation test results for the AWL variables 
 
 Between-group variance  Within-group agreement 
 ICC[1] ICC[2]  rwgj 
Control .19(1.87)*† .47  .79† 
Reward .28(2.51)*† .60  .67 
Community .41(3.55)* † .72†  .84† 
Fairness .39(3.37)* † .70†  .86† 
Values .43(3.86)* † .74†  .86† 
Notes. †Thresholds for aggregation are met. * p < 0.05. 
Figures in parentheses are F-values, F(58, 161). 
 
Third, the ANOVA analysis (null model) assessing the clustering of burnout symptoms 
within child care centers showed that levels of reported burnout symptoms were not independent 
in child care centers, ICC[1]= .19, F (58, 161) = 1.87, p < 0.01. Child care teachers working in a 
child care center were also easily distinguishable by their average level of burnout symptoms, 
ICC[2] = .46. In total, 19% of the levels of reported burnout symptoms were explained by child 
care center properties, leaving 81% of the variance unexplained. This remaining variance lies at 
lower levels involving differences between the perceptions of child care teachers, random errors, 
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and organizational characteristics at a lower level. Including the individual level characteristics 
into the model (model 1) revealed that age, control, and reward together accounted for 14 % (i.e., 
1-[0.42/.49] = .14) of the within-child care center variation in burnout levels among child care 
teachers. Including the organizational level characteristics workload, community, fairness, and 
values into the model (model 2) showed that these variables explained 54% of the between-child 
care center variance in burnout levels across child care centers beyond the effect of the 
individual level characteristics. Table 9 lists the parameters for all fitted models.  
The linear mixed-effects model regressing both the individual and organizational level 
characteristics on burnout levels provided the basis for interpretation of the relationships between 
the independent variables and burnout levels. The model showed that individual as well as 
organizational level characteristics were significantly associated with individual burnout levels 
among child care teachers. More specifically, lower age, more control, and more reward were 
significantly related to lower burnout levels on the individual level. However, only one 
organizational level characteristic, workload, was significantly associated with burnout levels 
among child care teachers. Child care teachers who faced a lower workload in a child care center 
experienced burnout symptoms less often. The random effects for control and workload were 
non-significant, indicating that the associations between control and workload and burnout levels 
did not vary among child care teachers across child care centers. The individual level variables 
explained 11% (overall pseudo-R2) of the variance in experienced burnout symptoms and the 
individual and organizational level variables together accounted for 20% (overall pseudo-R2) of 
variance in reported burnout symptoms. 
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Table 9: Multilevel regression estimates for the effects of individual and organizational level variables on burnout symptoms 
 
 Null model  Model 1  Model 2 
Est. SE t  Est. SE t  Est. SE t 
Level 1            
Intercept 3.06 0.07 43.94***  3.05 0.06 48.03***  3.03 0.06 54.68*** 
Age     −0.02 0.01 −2.59*  −0.02 0.01 −2.62** 
Control     −0.23 0.08 −2.79**  −0.17 0.08 −2.03* 
Reward     −0.14 0.05 −2.80**  −0.12 0.05 −2.46* 
Level 2            
Workload         −0.28 0.10 −2.87** 
Community         −0.21 0.15 −1.40 
Fairness         0.07 0.23   0.31 
Values         −0.07 0.20 −0.34 
Random effects (variances)         Est. SE   Est. SE  
Level 1 (within child care centers)          
 Control     0.06 0.24   0.05 0.23  
Level 2 (between child care centers)          
 Workload         0.00 0.00  
σ2within 0.12  0.09 0.04 
σ2u0 0.49  0.42       0.43 
df 161    158  54 
Pseudo R²   0.11 0.20 
Note: Est. = estimate, σ  = variance. *p < .05. **p < .01, ***p < .001. Workload is reverse coded, e.g., high scores mean low 
workload. 
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Discussion 
The study intended to further the understanding of burnout symptoms among child care teachers. 
We found that (1) burnout symptoms among child care teachers clustered strongly within child 
care centers and (2) control and reward on an individual level, and workload on a child care 
center level were significantly associated with burnout symptoms among child care teachers.   
We want to begin by discussing data aggregation.!!The indices assessing data aggregation 
indicated modeling control and reward at the individual level and community, fairness, and 
values at the child care center level. This classification appears plausible because control is 
dependent on the specific function of the child care teacher, e.g., leadership roles, specific tasks 
and responsibilities, and reward in terms of pay satisfaction is dependent on the total household 
income as well as the family situation of the child care teacher. On the other hand, community, 
fairness, and values may primarily reflect the shared environment (e.g., support by team 
members, director, work schedule, pedagogical framework) in the child care center.  
In our sample, 19% of the burnout symptoms levels among child care teachers were 
attributable to the properties of the child care center. This variation in burnout symptoms 
between child care centers is higher than the variation across work-units of 4% to 9% usually 
found in applied organizational research (Bliese & Jex, 2002; Consiglio, Borgogni, Alessandri, 
& Schaufeli, 2013; González-Morales, Peiró, Rodríguez, & Bliese, 2012; Park & Lake, 2005). 
Burnout symptoms may cluster so strongly within child care centers because child care teachers 
work closely together, are directly affected and strained by burned-out co-workers, and because 
child care centers are small work units. This high variation in burnout symptoms between child 
care centers underpins that the work-unit, e.g., the child care center, indeed matters for the levels 
of burnout symptoms experienced among child care teachers. This is in line with previous 
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findings about child care teachers stating that they experience similar levels of burnout 
symptoms in a given center, e.g., Goelman and Guo, 1998 and Viernickel et al., 2014. 
We identified three worklife areas significantly related to burnout symptoms among child 
care teachers: control and reward on an individual level and workload on the child care center 
level. While workload and control have resonated with the emotional exhaustion dimension of 
burnout throughout research across many occupational groups (Portoghese, Galletta, Coppola, 
Finco, & Campagna., 2014; Seidler et al., 2014), the importance of rewards may be a 
characteristic more specific to the child care workforce. The strong relationship between 
individual perceived workload and individual burnout levels has been steadily established based 
on the assumption that stressors mainly have an effect on the individual level (Bliese & Jex, 
2002; Bowling, Alarcon, Bragg, & Hartman, 2015). However, our results emphasize the 
importance of workload on the work-unit, e.g., the child care center level, for burnout levels 
among child care teachers. This result is consistent with prior results that staffing levels, a proxy 
for workload, on a ward level and work hours were associated with individual burnout levels 
among nurses (Leineweber et al., 2014; Park & Lake, 2005; Van Bogaert et al., 2013). In 
institutionalized child care, the workload is mainly dependent on adequate staffing (child-to-staff 
ratio) because every child multiplies the work in terms of individual interactions, the number of 
documentations, and conversations with parents etc. When staffing levels are inadequate, child 
care teachers may have to spend more time with the children and less time on administrative 
tasks, such as preparation, planning, and team meetings. These tasks would structure and 
facilitate the work in the long run and would strengthen the team collaboration. Moreover, more 
time with children has been shown to be positively associated with higher emotional exhaustion 
levels among child care teachers (Løvgren, 2016; Maslach & Pines, 1977). Therefore, one reason 
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for the high association between workload on the child care center level and burnout levels 
among child care teachers may be the long hours child care teachers have to spend with the 
children when staffing levels are inadequate.  
On the other hand, more perceived control and rewards were associated with fewer burnout 
symptoms. This finding is in line with prior research (Goelman & Guo, 1998; Løvgren, 2016) 
highlighting the importance of high control and the associated constructs autonomy (high), role 
conflict (low), and role ambiguity (low) for low burnout levels among child care teachers. The 
importance of these job characteristics may be due to the many simultaneous tasks and roles a 
child care teacher has to perform at the same time, e.g., documenting while caring for and 
educating children, meeting the needs of children, parents, and administration alike. Throughout 
child care workforce research, reward in terms of wages and benefits has surfaced as a job 
characteristic permeating various outcomes among child care teachers, e.g., job satisfaction, 
turnover, and burnout (Goelman & Guo, 1998; Royer & Moreau, 2015; Viernickel et al., 2014; 
Whitebook et al., 1989). Wages and benefits are low in child care, and child care teachers are 
dissatisfied with their pay, which they expressed loudly in strikes and demonstrations in the 
United States and Germany in 2015 (Fenech et al., 2009; Kusma, Mache, Quarcoo, Nienhaus, & 
Groneberg, 2011; Schreyer et al., 2014; Whitebook et al., 2014). Hence, the importance of 
rewards in terms of pay satisfaction for individual burnout symptoms is in accordance with 
previous studies (Fenech et al., 2009; Hossain et al., 2012; Kusma et al., 2011; Viernickel et al., 
2014; Whitebook, 1999). One explanation is that child care teachers have to work longer 
working hours due to the low pay to ensure that their needs are met, which drains resources and 
energy. Another explanation is that insufficient financial resources increase stress levels in 
general and hence foster the development of burnout symptoms. A third explanation is that 
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financial reward is a part of appreciation. Combined with the general low appreciation of child 
care, low pay and low pay satisfaction may contribute to feelings of being underappreciated. 
Research has well documented that an imbalance of workload and rewards is associated with 
higher burnout levels (Van Vegchel, de Jonge, Bosma, & Schaufeli, 2005; Viernickel et al., 
2014). 
Although earlier studies found that social support (community) (Goelman & Guo, 1998), fair 
treatment (fairness) (Khan, 2009), and the pedagogical approach (values) (Viernickel et al., 
2014) on an individual level were related to burnout levels among child care teachers, the 
relationships between community, fairness, and values on a child care center level were not 
significantly related to burnout levels in our study. This finding may be owed to the close 
association between workload and burnout levels that covers the associations of community, 
fairness, and values on the child care center level with burnout levels. Another explanation is that 
community, fairness, and values only matter on an individual level.  
Strengths and limitations of the study and future research directions 
First, the study adds to the existing literature by showing that that child care teachers’ burnout 
levels cluster within child care centers and organizational level characteristics are related to 
burnout levels among child care teachers. Second, the study relied on an organizational level 
assessment of workload (given by directors) and not an individual level assessment, the 
perceived workload, which most previous studies have examined. The director’s assessment may 
reflect the actual workload more “objectively” than individual assessments would. Nonetheless, 
future research should incorporate also objective measures of workload, e.g., observational 
measures of actual child-to-staff ratios, because of the high association between workload and 
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burnout levels. Third, the study extends the existing research by applying the AWL to the child 
care workforce.  
 On the other hand, the first key limitation of the study is the cross-sectional design that 
does not allow causal inferences to be made. Future research should include longitudinal designs 
to assess the effects of varying control, reward, and workload on burnout levels over time. 
Second, we employed the COPSOQ instead of the Maslach Burnout Inventory (MBI), which is 
the instrument most often employed in research, to assess burnout symptoms. While the use of 
different burnout measurement instruments advances the state of burnout research and prevents 
the burnout syndrome from becoming equal to the syndrome measured by the MBI (Kristensen 
et al., 2005), it may limit the comparability of the results to previous findings. Third, we used 
scales specific to child care teachers to assess the six worklife areas instead of the Areas of 
Worklife Scale (Leiter & Maslach, 2004). Scales specific to the child care workforce strengthen 
our understanding of processes in child care work, but the employment of such specific scales 
may further limit the comparability of the results to previous findings and make it difficult to 
generalize the results to other professional groups. Fourth, the study has included variables on 
the child care center level, but it appears plausible that characteristics on other levels, e.g., the 
work group or the governing agency level, are also related to burnout levels among child care 
teachers. Variables on these levels may capture additional variation in job characteristics which 
the child care center level does not reflect. Therefore, we want to encourage researchers to 
pursue examining relationships between different higher level characteristics and burnout levels 
among child care teachers in future research. 
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Practical implications 
The results suggest that interventions tackling burnout should target the organizational level, as 
well as the individual level. The study identified three target points: on the individual level, 
control and reward, and on the organizational level, workload. While work with young children 
requires certain routines and predictability, which limits control over work, pedagogical 
approaches concede different extents of work autonomy. A pedagogical approach that enables 
teachers to plan the day and activities autonomously and pursue individual projects with children 
(e.g., the Reggio Emilia approach; Shelley & Flessner, 2013) could strengthen the experience of 
control among child care teachers. Previous research (e.g., Royer & Moreau, 2015; Whitebook et 
al., 2014; Schreyer et al., 2014) has repeatedly identified inadequate financial reward in terms of 
low pay as a major stressor in child care work, and the present findings lend support to the notion 
that pay satisfaction also matters. Consequently, pay raises appear inevitably to increase pay 
satisfaction and may reduce the stress levels of child care teachers. Finally, intervention 
measures need to address the child care teachers’ workload. Staffing levels need to be increased 
to reduce the workload. Possible measures could involve lowering the child-to-staff ratios by 
employing additional child care teachers as well as floaters, and filling vacant positions. 
Maintaining a lower child-to-staff ratio would also allow the child care teachers to perform their 
administrative, planning, and preparation tasks and contribute to fewer hours spent with the 
children. Measures taken to increase control and reward and to reduce the workload may help 
keep child care teachers healthy, which, in turn would enable them to offer high-quality child 
care. But we should view these suggestions with due care, because we are not able to determine 
causal relationships owing to the cross-sectional study design. Additional well-designed studies 
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are needed to investigate the direction of the relationships and to examine how and where to 
implement the recommendations. 
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Abstract 
 
Turnover of child care staff is associated with lower care quality and compromised children’s 
development. Child care teacher turnover rates are high. This article therefore aims to explore the 
correlates and reasons for turnover intention, turnover, and retention among child care teachers 
in two steps: The first study tested the Job Demands-Resources (JD-R) model with lead teachers 
(N = 491) and assistant teachers (N = 569) using structural equation modeling. The second study 
assessed actual turnover and retention and explored the reasons for teachers staying and leaving 
in a smaller subsample (N = 273) 3 years later using correlational and content analyses. The 
analyses showed that the theoretical model fit the data well, indicating that the relationships 
hypothesized by the J-DR model fully hold for lead teachers and partially hold for assistant 
teachers. Overall, the motivational pathway was stronger than the energetic pathway. 
Furthermore, turnover intention at t1 predicted turnover at t2 (r =.30; p < 0.05). The content 
analysis revealed that there are both common and distinct reasons why child care teachers stay or 
leave. 
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A secure relationship between child and child care teacher has a crucial impact on the 
child’s well-being and development in institutionalized child care (Haug-Schnabel, Bensel, von 
Stetten, Weber, & Schnabel, 2008; Naumann, 2015). The trusting relationship is the secure base 
that a child requires to learn and explore (Bridges et al., 2011; Hale-Jinks et al., 2006). However, 
it takes time and continuity to establish and maintain a secure trusting relationship (Raikes, 
1993). Turnover of child care teachers threatens children’s development, because children lose 
the trusting relationship with a particular caregiver (Hale-Jinks et al., 2006; Naumann, 2015). 
Studies have shown that high turnover rates of child care teachers are associated with lower care 
quality and compromised cognitive, language, and social-emotional development of children 
(Bridges et al., 2011; Helburn, 1995; Huntsman, 2008; Love et al., 2003; Whitebook, Howes, & 
Phillips, 1989). Therefore, the high child care teacher turnover rates―estimates range from 25 to 
40% annually (Center for the Childcare Workforce, 2004; Huntsman, 2008; Porter, 2012; 
Sumsion, 2007)―across regions are worrying. High turnover also contributes to the shortage of 
qualified child care staff, which adds another threat to care quality (Huntsman, 2008). Yet, 
before actual turnover occurs, turnover intention on the part of staff has its own negative impact 
on care quality, because workers who intend to leave invest less in their work (Balfour & Neff, 
1993). 
Turnover intention, turnover, and retention among child care teachers 
Turnover intention can be described as “conscious and deliberate willfulness to leave the 
organization” (Tett & Meyer, 1993, p. 262). Turnover intention is a complex process involving 
withdrawal behaviors and cognitions, search behaviors, and the wish to quit (Bothma & Roodt, 
2013). The single best predictor of actual turnover is turnover intention (Bothma & Roodt, 2013; 
Johnsrud & Rosser, 2002). The relationship between turnover intention and actual turnover is 
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usually moderately positive (Bothma & Roodt, 2013; Manlove & Guzell, 1997; Stremmel, 
1991). For example, child care teachers who report a wish to leave the profession were almost 
five times more likely to leave the profession within 12 months (Manlove & Guzell, 1997).  
 Whitebook and Sakai (2003) distinguish three types of turnover in child care work: job 
turnover, position turnover, and occupational turnover. We add natural turnover, a fourth type, 
to this classification due to the nature of child care teachers’ formal education in Switzerland.17 
Job turnover refers to leaving for a job at another child care center. Job turnover may be 
voluntary, e.g., due to starting a family, relocating, or a new job, or involuntary, e.g., due to 
layoff or center closure. Position turnover refers to moving to a different position within the 
child care center, e.g., teaching in another classroom. Occupational turnover refers to leaving the 
profession of child care teacher along with leaving the child care center. And last, natural 
turnover refers to assistant teachers leaving the child care center because they have completed 
their apprenticeship or internship there: At this point, assistant teachers need to change their 
position, i.e., the interns become trainees, and the trainees become lead teachers. In this study, 
we focus on voluntary job and occupational turnover, because these two turnover types 
contribute mainly to the loss of qualified teaching staff.   
 Previous studies have identified several common reasons for and correlates of turnover 
intention and turnover among child care teachers and suggested that a combination of inadequate 
                                                
 
17 In Switzerland, the early care and education system usually includes 1-year (internship) and 3-
year (apprenticeship) temporary employment arrangements. After assistant teachers have 
completed their internship or apprenticeship position, they are required to find a new job 
corresponding to their new qualifications.  
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working conditions and dissatisfaction most likely causes child care teachers to leave (Gable et 
al., 2007; Hale-Jinks et al., 2006; Wells, 2014). The most prominent correlates or predictors of 
turnover intention and turnover among child care teachers are low pay and low pay satisfaction 
(Gable et al., 2007; Hale-Jinks et al., 2006; Stremmel, 1991; Whitebook et al., 1989; Whitebook 
& Sakai, 2003). Moreover, research has identified job stress (Deery-Schmitt & Todd, 1995; 
Hale-Jinks et al., 2006), a lack of opportunities for advancement and further education (Hale-
Jinks et al., 2006; Stremmel, 1991), perceived availability of job alternatives (Stremmel, 1991), 
lacking administrative support (Hale-Jinks et al., 2006; Wells, 2014), low education (Wells, 
2014), and a poor work environment (Wells, 2014) as common reasons for turnover among child 
care teachers.  
 However, previous research has rarely addressed retention, i.e., why child care teachers 
stay at their job. But this issue appears to be equally relevant, because staying is also a deliberate 
decision, and the reasons behind that decision may be not only the opposite of the reasons for 
turnover. The few studies available on retention found that child care staff were more likely to 
stay, if they were better educated, had longer job tenure, were happy, had a good relationship 
with their supervisor, and liked the work environment (Wells, 2014; Whitebook & Sakai, 2004). 
Additionally, intervention studies have shown that financial incentives have small effects on 
retention among child care teachers (Bridges et al., 2011; Gable et al., 2007).  
 To sum up, current knowledge of turnover intention, turnover, and particularly retention 
among child care teachers is very scarce and scattered. Moreover, most studies on these 
phenomena focused on the U.S. workforce or on single issues, such as predictors of turnover 
intention (e.g., Stremmel, 1991), turnover (e.g., Whitebook & Sakai, 2003), or financial retention 
incentives (e.g., Bridges et al., 2011; Gable et al., 2007). Our aim is to expand the current body 
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of research by reporting on two studies that we conducted for integrative investigation of 
turnover intention, turnover, and retention, drawing on a large sample of child care teachers in a 
Swiss municipality. The first study explores turnover intention among lead and assistant teachers 
based on the Job Demands-Resources (JD-R) model (Schaufeli & Bakker, 2004; Schaufeli & 
Taris, 2014), one of the leading occupational stress models. The second study explores the 
relationship between turnover intention and turnover/retention and teachers’ actual reasons for 
leaving and staying 3 years later in a smaller subsample, again distinguishing between lead 
teachers and assistant teachers. 
 
The Job Demands-Resources (JD-R) model  
To explain turnover intention among child car teachers, we draw on the JD-R model 
(Bakker & Demerouti, 2007; Demerouti et al., 2001), which since 2001 has become one of the 
most influential job stress models (Schaufeli & Taris, 2014). Whereas its forerunners, the Effort-
Reward Imbalance model (Siegrist, 1996) and the Job Demand-Control model (Karasek, 1979) 
limit the job characteristics included, the JD-R model offers more flexibility by including any 
possible job resources and job demands (Taris et al., 2005). The core assumption of the JD-R 
model is that job characteristics can be grouped into job demands and job resources: Job 
demands are “those physical, social, organizational aspects of the job that require sustained 
physical or mental effort and therefore associated with certain physiological and psychological 
costs” (Demerouti et al., 2001, p. 501). Job demands may not be negative per se, but they 
become stressors if they exceed the resources and energy of employees and prevent recovery 
(Bakker & Demerouti, 2007). Job resources are “those physical, social, or organizational aspects 
of the job that may do any of the following: (a) be functional in achieving work goals; (b) reduce 
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job demands and the associated physiological and psychological costs; (c) stimulate personal 
growth and development” (Demerouti et al., 2001, p. 501).  
Based on this classification, the JD-R model assumes that two different psychological 
processes mediate the relationships between job resources and job demands and occupational 
outcomes (Schaufeli & Taris, 2014; Van den Broeck et al., 2008). The energetic process reflects 
the pathway between job demands, strain, (e.g., burnout), and organizational outcomes. Long-
lasting high job demands drain employees’ energy and thus lead to strain, which is in turn related 
to negative organizational outcomes (Schaufeli & Taris, 2014). The motivational process, 
however, reflects the pathway between job resources, motivation, and organizational outcomes. 
Job resources have motivational potential and lead, mediated by well-being, to positive 
organizational outcomes (Schaufeli & Taris, 2014). Additionally, job resources have a direct 
influence on burnout by mitigating the effect of the job demands (Schaufeli & Taris, 2014).  
 As job demands and resources are specific to every profession (Bakker & Demerouti, 
2007), we included job demands and job resources specific to the child care workforce in our JD-
R model. Research on child care teachers has shown that they face many job demands associated 
with staffing levels and thus time, e.g., a lack of time for tasks and breaks, long working hours, 
inadequate staffing levels, time pressure. Regarding resources, studies have revealed that co-
worker relations/team ambiance (Jorde-Bloom, 1988; Kusma et al., 2012), quality of leadership 
(Khan, 2009; Kusma et al., 2012), and job control or its opposite, autonomy at work (Royer & 
Moreau, 2015; Rudow, 2004), are positively related to job satisfaction and psychological well-
being. Moreover, role clarity has been associated with lower burnout and turnover levels among 
child care teachers (Bright & Calabro, 1999; Goelman & Guo, 1998; Manlove, 1994). 
 Further, in these studies we included burnout as the indicator for strain, because burnout 
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and turnover intention have been found to be closely associated (Alarcon, 2011; Ducharme, 
Knudsen, & Roman, 2016). We included job satisfaction as an indicator for well-being, as 
previous studies have found job satisfaction and turnover intention to be closely related 
(Podsakoff, LePine, & LePine, 2007; Stremmel, 1991). Job satisfaction represents the 
dimensions of satisfaction with the job, working conditions, and pay, because these aspects have 
been found to be closely associated with turnover intention among child care teachers (Hale-
Jinks et al., 2006; Stremmel, 1991; Wells, 2014). Figure 7 shows the modified JD-R model tested 
in the first study.    
 
Figure 7: The conceptual model 
 
Lead teachers and assistant teachers 
In most countries, the child care workforce is divided into two groups of teachers with 
different qualifications and usually different tasks, duties, and responsibilities: lead teachers and 
assistant18 teachers19 (European Commission/EACEA/Eurydice/Eurostat, 2014; OECD, 2010). 
                                                
 
18 The OECD (2010) and the European Commission/EACEA/Eurydice/Eurostat (2014) refer to 
these teachers also as ‘auxiliary staff.’ We use the more common term ‘assistant teachers.’ 
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Lead teachers have usually completed formal and professional education (e.g., college, 
vocational training) and have earned a diploma in early education and care (European 
Commission/EACEA/Eurydice/Eurostat, 2014; OECD, 2010). Assistant teachers have no or only 
limited formal education and vocational training in the field (European 
Commission/EACEA/Eurydice/Eurostat, 2014; OECD, 2010). In Switzerland, lead teachers in 
institutionalized child care have completed a three-year vocational apprenticeship in early 
education and care and hold a vocational degree. Assistant teachers either complete an internship 
(interns) or are in vocational training (trainees), which includes formal education as well as 
supervised work at a child care center (apprenticeship). Trainees have a 3-year contract with the 
child care center and are usually required to do an internship before the apprenticeship at the 
same child care center. In Switzerland, lead and assistant teachers face very different job 
alternatives: There is a shortage of positions for apprentices, but there is an oversupply of vacant 
job positions for lead teachers.  
Aim  
The aim of the two studies was to explore why child care teachers stay at their job and 
why they leave their job or the profession. We pursued this goal in two consecutive steps: First, 
we assessed the relationships between job resources, job demands, burnout, job satisfaction, and 
turnover intention for lead and assistant teachers, applying structural equation modeling. Second, 
                                                                                                                                                       
 
19 In this article, we use the terms ‘child care teachers’ and ‘teaching staff’ when we refer to both 
groups of teachers—lead teachers and assistant teachers. Otherwise, we use the specific terms 
‘lead teachers’ or ‘assistant teachers.’   
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we explored actual turnover and retention among teaching staff after a period of 3 years and 
identified the reasons for teachers either staying or leaving in a smaller subsample.  
Hypotheses  
For the first study, we based our hypotheses on the modified JD-R model (Schaufeli & 
Taris, 2014). See also Figure 7.  
H1:  Among child care teachers, job resources are positively associated with job satisfaction and 
negatively associated with burnout. Job demands are positively associated with burnout. 
H2: Among child care teachers, job satisfaction is negatively associated with turnover intention. 
Burnout is positively associated with turnover intention.   
H3:  Among child care teachers, job satisfaction mediates the pathway from job resources to 
turnover intention. Burnout mediates the pathway from job demands to turnover intention. 
 
For the second study, we pursued an explorative approach led by four questions:  
•! How many child care teachers have stayed at their job, how many have left their job or 
the profession during the period of 3 years? 
•! Is the turnover intention of child care teachers reported in the first study associated with 
the turnover reported in the second study? 
•! What were the child care teachers’ reasons for staying at their job, and what were their 
reasons for leaving their job or the profession?  
•! Do the reasons for staying at their job, leaving their job, and leaving the profession 
differ? 
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Method 
Procedure  
We conducted two questionnaire surveys, with a 3-year interval. The initial survey 
assessed all child care teachers and assistant teachers who worked at publicly co-financed child 
care centers in a Swiss municipality in 2013. We surveyed the participants again in 2016. For the 
first survey, we invited the child care teachers to participate by asking their child care center 
directors (by e-mail) to distribute the questionnaire using an online link or in the form of a hard 
copy. For the second survey, we e-mailed the link to the online questionnaire directly to the 
participants in the first survey who had provided their e-mail addresses on the questionnaire.  
 For both surveys, participants read an introduction to both surveys that described 
the study and emphasized the confidentiality and voluntariness of the survey responses. For the 
first survey, we sent the hard copy questionnaires out together with an envelope addressed to our 
research institute to ensure the confidentiality of the responses. For both surveys, we ensured 
confidentiality by isolating from the database all personally identifying information, i.e., the 
names of the child care centers, after data collection was completed. To be able to match the data 
from the first survey to the data of the respective individual from the second survey, we asked 
participants to generate the same unique code on both surveys. We were able to match the data of 
95 participants in the second survey with the data of the respective individual in the first survey 
by this code. After merging the data, the code was deleted from the data file. Only primary 
researchers had access to the original data, and we destroyed all identifying records and notes in 
accordance with established research ethics protocols. 
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Study 1 
Participants  
The first sample included 491 lead teachers (50%; N = 978) and 569 assistant teachers 
(51%; N = 1108). The average age of lead teachers was 30 years (SD = 8.8) and of assistant 
teachers 20 years (SD = 3.9). Twenty percent of the lead teachers and only 3% of the assistant 
teachers had children. Ninety-five percent of both lead and 93% assistant teachers were women. 
Lead teachers had been working in child care for an average of 10.27 years (SD = 6.04) and at 
the child care center included in the study for 3.71 years (SD = 3.67). Assistant teachers had been 
working in child care for 2.60 years (SD = 1.53) and at the child care center included in the study 
for 1.83 years (SD = 1.22).  
Measures  
The first survey was part of larger project evaluating the working environment and 
working conditions among child care teachers in a Swiss municipality. The variables included in 
the first study were the following.  
Demographics. Participants were asked to provide information on their age, professional 
educational background, family status, whether they had children, job title, tenure at their child 
care center and at their current place of employment. 
 Job resources. Four subscales of the questionnaire focused on job resources: role 
clarity, job control, leadership, and team climate: 
Role clarity. Six items drawn from a scale by Great Britain’s Health and Safety 
Executive (Bond et al., 2006; Health and Safety Executive, 2017) assessed the extent to which 
child care staff could identify what their daily tasks, duties, and responsibilities were, e.g., “My 
duties and responsibilities are clear.” Cronbach’s alpha for this scale was .79/.79 (lead 
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teachers/assistant teachers), indicating a high degree of reliability.  
Job control. Six items drawn from a scale by Great Britain’s Health and Safety Executive 
(Bond et al., 2006; Health and Safety Executive, 2017) assessed the scope of decision making in 
tasks, procedures, and time management during work, e.g., “I have a choice in deciding how I do 
my work.” This scale had good reliability, as represented by a Cronbach’s alpha of .75/.78.  
Leadership. Twenty items drawn from the AQUA questionnaire for child care teachers 
(Schreyer et al., 2012a) captured child care teachers’ assessments of their directors’ professional 
and managerial competence and transparency as well as teachers’ personal relationship with their 
director, e.g., “My director and I agree on important educational questions.” Cronbach’s alpha 
was .97/.97 for this scale, indicating an excellent degree of reliability.  
Team ambiance. Sixteen items from the Team Climate Inventory (Anderson & West, 
1998) assessed how the teaching staff rated the team climate concerning task orientation, 
perceived safety in the work group, and support for innovation, e.g., “We have lively debates on 
the best way to do the work.” This scale also had excellent reliability, with a Cronbach’s alpha of 
.95/.95.  
Taken together, the job resources scale had a Cronbach’s alpha of .69/.69, suggesting 
acceptable reliability.  
Job demands. The eight items of the Health and Safety Executive Job Demands scale 
(Bond et al., 2006; Health and Safety Executive, 2017) assessed the extent of quantitative job 
demands, e.g., “I am pressured to work long hours,” and qualitative job demands, e.g., “Different 
groups at work demand things from me that are hard to reconcile.” Cronbach’s alpha of .88/.88 
suggested good reliability. 
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Mediators.  
Burnout. The four items of the Copenhagen Psychosocial Questionnaire II (Pejtersen et 
al., 2010) assessed how tired and physically and emotionally exhausted the participants had felt 
during the last four weeks, e.g., “How often have you been emotionally exhausted?” The 
response scale ranged from 1 (never) to 5 (always). Cronbach’s alpha of .87/.86 suggested good 
reliability.  
Job satisfaction. Five items of the AQUA questionnaire for child care teachers (Schreyer 
et al., 2012a) assessed how satisfied the participants were with their work and their pay, e.g., 
“How satisfied are you with your work in general?” The response scale ranged from 1 (I do not 
agree at all) to 5 (I completely agree). The scale showed acceptable reliability, with a Cronbach’s 
alpha of .75/.76.  
Outcome.  
Turnover intention. Three items of the AQUA questionnaire for child care teachers 
(Schreyer et al., 2012a) assessed the extent to which the participants intended to leave their job 
and the profession, e.g., “I intend to quit my job at this child care center.” The response scale 
ranged from 1 (I do not agree at all) to 5 (I completely agree). The scale showed good reliability, 
with a Cronbach’s alpha of .88/.88. 
Data analysis  
For the quantitative analyses in the first study we used the statistical software package 
SPSS, version 22, for descriptive purposes and the lavaan and the sem packages for the open-
source statistical software R (Fox et al., 2016; Rosseel, 2016) for testing measurement 
invariance, confirmatory factor analysis, and structural equation modeling. We explored the data 
using descriptive analyses and structural equation modeling to evaluate relationships between job 
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resources, job demands, burnout, job satisfaction, and job turnover intention in lead and assistant 
teachers. We used maximum likelihood estimation to fit the confirmatory factor analysis and the 
structural equation models and the full information maximum likelihood to replace missing 
values in line with Carter’s  (2006) recommendations for data missing at random. The structural 
equation models were on the individual level, although the data used had a nested structure, i.e., 
child care teachers at child care centers. Of the total 1,030 participants, 288 child care teachers 
did not provide the name of their child care center; we would therefore have had to exclude a 
substantial 28% of the participants and would have lost their information. To verify that our 
results held if the analyses took the nested structure of the data into account, we fitted two linear 
mixed-effects models with maximal random effects, regressing turnover intention on job 
demands, job resources, burnout, and job satisfaction (for results see Table 13 and 14 in the 
appendix). The results of those models supported the results of the structural equation models.  
Results 
Study 1 
First, we explored the data using descriptive analyses and correlations. Table 10 shows 
the means, standard deviations, and intercorrelations for the latent variables for lead and assistant 
teachers. We used three measures to assess the model fit: the relative chi-square,20 the chi-square 
fit index divided by the degrees of freedom―for which threshold recommendations range from < 
5 (Wheaton, Muthén, Alwin, & Summer, 1977) to < 2 (Tabachnick & Fidell, 2007); the 
comparative fit index (CFI)―for which values higher than .93 indicate a good model fit (Hu & 
                                                
 
20 For large sample sizes, i.e., N  >  200, Tabachnick and Fidell (2007) recommend using the 
relative chi-square value.  
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Bentler, 1999); and the root mean square error of approximation (RMSEA)―for which values 
ranging from < .05 to < .06 indicate a good model fit (Hu & Bentler, 1999).  
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Table 10: Means, standard deviations and intercorrelations among latent study variables  
 
 Lead teachers  Assistant teachers      
Variables M SD  M SD 1 2 3 4 5 
Turnover intention 2.16 1.19  2.07 1.17  .43*** −.47*** .44*** −.54*** 
Job demands  2.43 0.79      2.34    0.8        .45***  −.43***       .52*** −.53*** 
Job resources  3.90 0.51  3.64 0.55 −.55*** −.57***  −.39***    .54*** 
Burnout 3.00 0.80  3.17 0.82 .35*** .52*** −.37***  −.48*** 
Job satisfaction 3.37   0.72  3.39 0.71 −.44*** −.48*** .54*** −.41***  
Notes. Correlations above the diagonal are for lead teachers and correlations below the diagonal are for assistant teachers.  
Lead teachers, n = 461; Assistant teachers, n = 569.  
***p < .001 
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Structural equation modeling 
 First, we tested for measurement invariance between the two groups, lead teachers and 
assistant teachers. Measurement invariance is required to assess differences in the relationships 
between two groups statistically using multi-group structural equation modeling (Evermann, 
2010). The invariance measurement analyses (results are shown in the appendix, Table 12) 
yielded that measurements were not invariant for the two groups. Therefore, we fitted the 
structural equation models separately for lead and assistant teachers. Consequently, we could not 
test and interpret differences between the two groups based on statistical grounds. First, we 
tested the measurement model of five different latent factors using confirmatory factor analysis. 
The one single factor-model fit the data poorly: χ2/df = 1923/189 = 10.17, CFI = .61, RMSEA = 
.14 for lead teachers; χ2/df = 2069/189 = 2.08, CFI = .65, RMSEA = .13 for assistant teachers. 
However, the competitive model comprising the five latent factors, job demands, job resources, 
burnout, job satisfaction, and turnover intention fit the data well: χ2/df = 528/179 = 2.95, CFI = 
.92, RMSEA = .07 for lead teachers; χ2/df = 404/179 = 2.26, CFI = .96, RMSEA = .05. The 
results of the confirmatory factor analysis indicated that all items loaded on their factors with 
loadings greater than .40. The results indicated that the measurement model was adequate. 
Second, we tested the hypothesized model (see Figure 7) using structural equation modeling. 
After we allowed some residual errors within constructs to correlate to improve model fit, the 
hypothesized model fit the data well: χ2/df = 497/239 = 2.08, CFI = .95, RMSEA = .05 for lead 
teachers, and χ2/df = 456/239 = 1.91, CFI = .97, RMSEA = 0.04 for assistant teachers.  
 The path analyses revealed that job resources were positively associated with job 
satisfaction and job demands were positively associated with burnout for both lead and assistant 
teachers. However, job resources were negatively associated with burnout only for lead teachers. 
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These findings fully supported hypothesis 1 for lead teachers but only partially supported 
hypothesis 1 for assistant teachers. Furthermore, job satisfaction was positively and burnout was 
negatively associated with turnover intention for lead teachers. This finding fully supported 
hypothesis 2. Only job satisfaction but not burnout was associated with turnover intention for 
assistant teachers. These results only partially supported hypothesis 2.  
 Job satisfaction mediated the pathway from job resources to turnover intention for lead 
and assistant teachers, but burnout mediated the pathway from job demands to turnover intention 
only for lead teachers. The results fully supported hypothesis 3 for lead teachers but only 
partially supported hypothesis 3 for assistant teachers. Figure 8 shows the results of the structural 
equation modeling. 
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Figure 8: Parameter estimates of the accepted model (standardized coefficients). 
Notes. Left: Coefficients of lead teachers. Right: coefficients of assistant teachers.  
           *p < 0.05; **p < 0.01; *** p < 0.001; − not significant; RC = role clarity, LQ = leadership quality,  
           TC = team climate, JC = Job control, JD = job demand, BU = burnout, JS = job satisfaction, TI = turnover intention
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Study 2 
Participants 
The second sample included 273 individuals. Participants’ average age was 29 (SD = 7.8) 
old. Ninety-six percent were women. Twenty-five percent had children. Fifty-three percent were 
working as child care teachers; of these, only seven participants were assistant teachers, and the 
remaining were lead teachers. Twelve percent were working as directors at a child care 
center/kindergarten, 14% were studying at university, 6% were full-time, 3% were unemployed, 
and 12% were working in a field other than early education and care.  
Measures  
We developed the second questionnaire to assess how many child care teachers stayed or left 
(their job, the profession) in the past 3 years, as well as to explore their reasons for either staying 
or leaving.  
 Demographics. Participants were asked to provide information on their age, professional 
educational background, and family status. 
 Staying or leaving. We asked the participants to indicate whether they had stayed at their 
job and child care center or whether they had left the profession since the initial survey in 2013. 
We also requested information on their current occupation (e.g., stay-at-home husband/stay-at-
home wife, student). Additionally, open-ended questions captured the reasons why the 
participants had either stayed or left, e.g., “Why have you stayed at your job? Please list at least 
three reasons.” 
Data analysis  
The second study applied a mixed methods approach combining quantitative and 
qualitative analyses. First, we tested the correlation between turnover intention at t1 and 
turnover/retention at t2 by calculating a point-biserial correlation coefficient. Second, we 
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assessed retention and turnover among teaching staff using descriptive and correlational 
analyses. Third, we explored the reasons why teachers stay at their job or leave using content 
analysis following Mayring (2010, 2015); two researchers individually derived categories from 
the responses to the open questions inductively. In line with Mayring (2015), the researchers then 
compared and revised the categories after 50% of the data had been categorized. If categories 
and assignments to categories differed, the researchers discussed them until agreement was 
reached. Finally, we also counted assignments to each category to assess the relative importance 
of each reason for staying or leaving. 
Results 
Staying or leaving. Of a total of 273 participants, 34% (N = 93) were still working at 
their teaching job at the same child care center as 3 years earlier. Twelve percent (N = 33) had 
become a child care center director, 24 of them at the child care center that they had been 
teaching at during the first survey and 9 at another child care center. Twenty-four percent (N = 
66) had left their job, 15% (N = 59) had left the profession, and 14% (N = 37) had left their job 
because they had completed the internship or apprenticeship. Only 1% (N = 3) had left 
involuntarily because they had been laid off or the center had closed; they were excluded from 
further analyses. 
Correlational analysis yielded that turnover intention reported in the first survey predicted 
turnover reported in the second survey (excluding natural turnover); rpb = .30 (N = 72; p > 0.05). 
Child care teachers had indeed left their job more often if they had reported a higher intention to 
leave 3 years earlier.  
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Reasons for staying or leaving. We explored the reasons why teachers stay, leave their 
job, and leave the profession21 using content analysis (Mayring, 2010; 2015). Derived from the 
data material, we grouped the reasons into six categories: team and work climate, working 
conditions and wages, advancement vs. lack of advancement, professionalism, work, and 
personal reasons. We aimed to show the range of reasons as well as their relative importance. 
Teachers’ actual words are shown here in quotation marks and were translated from German into 
English. In total, 72 stayers, 59 child care teachers who left their job, and 38 participants who left 
the profession cited their reasons for staying or leaving. Table 11 provides an overview of the 
categories and the number of teachers’ statements assigned to each category.   
Team and work climate. Two thirds (N = 48) of the child care teachers who stayed at 
their job stated that the “great,” “awesome,” “good,” “appreciating,” and “nice” team motivated 
them to stay. A few teachers named “stability” and “competence” of the team as a reason to stay. 
Only a few participants (N = 14) stated that the team was the reason for leaving their job or the 
profession due to conflicts and not feeling comfortable or accepted in the team; in this case, 
leavers often stated that the team had changed. Stayers (N = 11) and leavers (N = 7) named a 
“good” and “pleasant” or “bad” and “unbearable” work climate, a construct that is closely 
associated with co-worker relations, as a further reason for staying or leaving. 
                                                
 
21 We usually distinguish between the participants who left their job and the participants who left 
the profession; where we speak of ‘leaving’ or ‘leavers,’ we refer to both groups.  
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Table 11: Number of assignments to categories for retention, job turnover, and occupational turnover 
Category Retention (N=72) Job turnover (N=66) Occupational turnover (N=59) 
(N=38) 
Team & work climate    
Team  48 9 5 
Work climate 11 6 1 
Working conditions & wages    
Working conditions 17 5 6 
Wages 12 5 10 
Advancement vs. lack of advancement    
Advancement 23 – – 
Lack of advancement – 37 30 
Professionalism    
Pedagogical approach 16 5 2 
Leadership/Management 33 58 32 
Infrastructure 12 – – 
Work    
Joy/satisfaction/positive 35 – – 
Stress/strain/negative – 7 32 
Personal reasons    
Motherhood 5 8 14 
Relocating/Commute/Traveling/Other 11 16 3 
 
 
 
  
 Working conditions and wages. The stayers named both “good working conditions” (N = 
17) and “good wages” and “high wages” (N = 12) as reasons for staying. Working conditions 
included number of working hours, length of vacation, part-time work, etc. However, a few 
stayers indicated that “working conditions are not better at other child care centers” and “the 
wages are okay.” A few also stated that they depended on their wages. On the other hand, “bad 
working conditions” and “low wages”/“dissatisfied with pay” were relatively infrequent reasons 
for leaving their job (N = 5; N = 5) and more often reasons for leaving the profession (N = 6; N = 
10). Two other aspects of wages were crucial for leaving: “no compensation for additional 
tasks/further education” and “pay prospects.”  
Advancement vs. lack of advancement. Many stayers named advancement opportunities 
as a reason for staying: further education opportunities (N = 2), opportunity for advancement by 
taking over more tasks, responsibility, becoming a group leader (N = 15), and job offerings (N = 
6). On the other hand, a lack of opportunities for advancement was often a reason for leaving the                                                                                                                                                                                                                                                                                                                                                                                      
job or the profession. Leavers emphasized their desire for new challenges (N = 13 job turnover; 
N = 19 occupational turnover), including working with younger or older children and in other 
fields. A few leavers (N = 5) left for job opportunities at other child care centers, e.g., to work 
with their former director. Only a few leavers named a lack of opportunities for further education 
(N = 6) and advancement at their centers (N = 11), such as becoming a group leader, as reasons 
for leaving. Moreover, the child care teachers often left the profession to go back to school (N = 
9) or changed jobs (N = 4) to prepare for other jobs such as social work, elementary school 
teaching, and nursing.  
Professionalism. Participants named several aspects of the child care center associated 
with professionalism as reasons for either staying or leaving. A fifth of the stayers (N = 16) 
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stated that they stayed because they identified with or approved of the pedagogical approach. 
However, only a few leavers (N = 7) stated that disagreement with or disapproval of the 
educational approach had caused them to leave. Again, leavers named a change in the 
educational approach as a reason for leaving.  
 The most frequent reason for staying or leaving associated with professionalism were 
aspects of the leadership and management.22 Thirteen child care teachers cited the 
“competence,” “fairness,” “professionalism,” “transparency,”, "support", and “appreciation” of 
the director as reason for staying at their job. Additionally, 20 teachers named aspects centered 
around a professionally led child care center, such as “good personnel management,” “a 
professional child care center/agency,” “professional work procedure,” “well organized center,” 
and “great development of the center” as reasons for staying. On the other hand, many child care 
teachers left their job (N = 58) or the profession (N = 33) due to a lack of professionalism on the 
part of the center’s leadership or management. Leavers referred to “conflicts/discrepancies with 
the leadership/management,” “unprofessional/incompetent director/management,” and “director 
does not listen to employees” (N = 20 job turnover; N = 11 occupational turnover). Moreover, 
leavers listed many irregularities, such as “unstructured schedule for the children,” “pressure on 
my person,” “not complying with legal guidelines,” “I had to lie to parents,” “bad/no supervision 
for assistant teachers,” “too much responsibility for assistant teachers,” “working overtime,” 
“inadequate staffing,” “more children than legally allowed,” “I had to pay for toys,” and “forged 
                                                
 
22 Leadership refers to the director of the child care center, and management refers to the governing 
agency’s management. Since the participants often did not distinguish between these superiors, we report 
them together.  
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attendance list” (N = 38 job turnover, N = 21 occupational turnover). Again, leavers often 
indicated that a change in the leadership had caused them to leave.  
 Last, stayers (N = 12) cited good infrastructure associated with a professional working 
environment, including “a nice/big house,” “a garden,” “good food,” and “the location” as 
reasons for staying.  
Work. Stayers named several aspects of the work per se (N = 11) as reasons for staying at 
their job: “autonomy,” “having an input in the work,” and “exciting/diverse job.” Stayers also 
cited “being happy with the job,” “being accustomed to the children, the environment, and the 
parents,” and “wishing to accompany the children over time” (N = 20). Additionally, some stated 
that “affectionate care for the children” and the fact that “the focus lies on the children” 
motivated them to stay (N = 4). On the other hand, job leavers (N = 7) and profession leavers (N 
= 18) cited stress/strain, including “high psychological and physical demands,” “too much 
responsibility,” “overload,” “too little preparation and planning time,” “too much administrative 
work,” and “not being challenged while having a lot of responsibility,”, “the children suffer so 
much”, as reasons for leaving. Additionally, leavers (N = 9) stated that they had lost their 
motivation/interest, with “monotonous work,” and “not being challenged” as reasons for leaving 
the profession. Finally, a handful of participants who had left the profession (N = 5) also 
criticized the child care center sector as a whole: the increasing for-profit orientation and the 
alignment of the centers with the needs of parents and not the needs of children. One stayer 
wrote that “things are about same at every child care center or even worse.” 
Personal reasons. Only five child care teachers reported that aspects related to 
motherhood caused them to stay, mentioning, namely, “a child care slot for their child” and 
“reduced working hours.” But motherhood was one of the most frequently named reasons (N = 
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14) for leaving the profession and, to a lesser extent, for leaving the job (N = 8). Some leavers 
stated that they wanted to stay at home full-time and did not like combining motherhood and 
teaching in early education and care. Others indicated that they had wished to pursue working 
part-time but no adequate part-time job had been available. Additional personal reasons for 
leaving or staying were “the commute” (N = 10 job turnover, N = 1 occupational turnover, and N 
= 7 retention), “relocating” (N = 3 job turnover), “traveling” (N = 3 job turnover), and “would 
feel guilty to leave” (N = 1 retention). 
Discussion 
This article contributes to the existing research by testing a theoretical model of turnover 
intention among child care teachers using structural equation modeling, which allows the testing 
of a set of relationships simultaneously. Additionally, the second study linked turnover intention 
to actual turnover 3 years later and explored teachers’ reasons for staying or leaving using 
qualitative analysis. Regarding relationships between job resources, job demands, job 
satisfaction, burnout, and turnover intention among child care teachers, the results support the 
hypothesized relationships among lead teachers but only partially support these relationships 
among assistant teachers. More specifically, among assistant teachers, job resources are not 
associated with burnout, and burnout is not associated with turnover intention.  
Moreover, the analyses reveal that only one third of the participants in the second study 
stayed at their job, whereas 15% left the profession. The qualitative analysis shows that there are 
both common and distinct reasons why teachers stay, leave their job, and leave the profession. 
The content analysis reveals a wide range of different reasons for staying or leaving associated 
with the team, working conditions and wages, advancement opportunities, professionalism, the 
work, and the individual.   
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We found a moderately positive relationship between the intention to leave and actual 
turnover 3 years later, which indicates that turnover intention is indeed a reliable proxy for 
turnover. This finding is in line with previous research showing that turnover intention and actual 
turnover are moderately associated (Bothma & Roodt, 2013; Manlove & Guzell, 1997; Tett & 
Meyer, 1993). The fact that the relationship in our sample is weaker than average relationships in 
other occupational groups (Bothma & Roodt, 2013; Tett & Meyer, 1993) and among child care 
teachers (Manlove & Guzell, 1997) may be due to the long period of 3 years between 
measurements. The moderate size of the relationship further implies that additional factors 
influence the decision to leave.  
The analyses of study 1 show that the motivational pathway to turnover intention is 
stronger than the energetic pathway for lead teachers and is not even significant for assistant 
teachers. This finding is somewhat inconsistent with a large body of research showing close 
relationships between job demands, burnout, and turnover intention (Alarcon, 2011; Bothma & 
Roodt, 2013; Kim & Lee, 2009; Schaufeli & Bakker, 2004). A study by Hoonakker, Carayon, 
and Korunka (2013) may be instructive to explain this discrepancy, as it found that the 
motivational pathway to turnover intention was much stronger than the energetic pathway for 
women than for men (for whom the pathways were similarly strong) in a sample of information 
technology workers. With respect to the 95% women in our sample, we argue that the findings of 
the study may reflect a characteristic of women’s career choices.  
In a similar vein, another explanation may lie in the nature of child care work as a job 
with few extrinsic rewards (low pay, poor working conditions, low appreciation) but many 
intrinsic rewards (meaningful work, the children), making the motivational pathway more 
important. This assumption is echoed by the results of the qualitative analysis showing that many 
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motivators for staying center around the children, e.g., affectionate care for children, 
accompanying the children over time, attachment to the children, the pedagogical approach. 
Earlier findings support these results by showing that child care teachers enjoy their work and 
are committed to it, despite the poor working conditions and lack of appreciation, because of the 
children and the intrinsic rewards (Jorde-Bloom, 1988; Stremmel, 1991). 
The qualitative analysis offers additional insights into the motivational process. One 
indicator of job resources emerges as a major motivation to stay in the job: the team. This is in 
line with earlier findings showing that good co-worker relations are highly associated with job 
satisfaction (Jorde-Bloom, 1988; Kusma et al., 2012; Manlove, 1993). Considering the nature of 
child care work, it is plausible that the team may be the strongest resource for child care teachers, 
because co-workers work closely together and share a huge responsibility when they care for a 
group of children.  
 Regarding the energetic pathway, the qualitative analysis shows that distinct 
stressors drive child care teachers out of the job and out of the profession. It is primarily child 
care teachers who have left the profession that name stress and strain as reasons for leaving and 
not child care teachers who have left their job. This difference may indicate that stress sources 
are seen as inherent to the work, e.g., high (emotional) demands, poor working conditions, huge 
responsibility, and hardly changeable. Statements such as “things are about same at every child 
care center or even worse” support this line of reasoning. On the other hand, a perceived lack of 
professionalism on the part of leadership/management drove child care teachers away from their 
job. Lack of professionalism comprised many different facets centered around incompetency, 
bad organization, and irregularities concerning legal guidelines and work procedures. This lack 
of professionalism may be explained by four factors: the age, the size, the financial scarcity, and 
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the nature of institutionalized child care in Switzerland. Many child care centers have been 
opened in recent years, and directors and governing agencies may lack expertise, experience, and 
knowledge. Moreover, a large percentage of the child care centers are small facilities whose 
directors have to juggle such diverse tasks as staff management, pedagogical expertise, 
supervising assistant teachers, dealing with parents (Schulthess, 2009) in a competitive market 
and with a tight financial budget and shortage of qualified staff. The financial scarcity of 
especially smaller child care centers limits the possibility to hire floaters and additional staff, 
which often puts high pressure on the present staff, including the director, if staff is absent 
(Blöchliger & Bauer, 2014). Additionally, many former lead teachers have started their own 
child care center and may have underestimated the number of administrative and non-
pedagogical tasks required in operating a child care center.  
 High job satisfaction, including pay satisfaction, is strongly associated with low turnover 
intention. This finding finds echo in the qualitative analysis, as both stayers and leavers name 
wages as a reason for staying in or leaving the profession and, to a lesser extent, their job. This 
suggests that the general wage level drives child care teachers out of their profession and that 
higher wages have the motivational potential to make them stay. These results corroborate 
previous findings that wages and satisfaction with pay are important predictors and correlates of 
turnover intention and turnover among child care teachers (Gable et al., 2007; Hale-Jinks et al., 
2006; Stremmel, 1991; Whitebook et al., 1989; Whitebook & Sakai, 2003). Although the general 
wage level for lead teachers (assistant teachers earn an internship wage) in Switzerland is higher 
than in the United States, we propose that pay dissatisfaction of child care teachers must be seen 
in light of the low appreciation for and the poor working conditions of the profession compared 
to similar professions, such as kindergarten teachers or nurses. Finally, we have to keep in mind 
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that wages are cofounded with overall better working conditions and working environments due 
to greater financial resources of the child care centers paying higher wages, and we are not able 
to disentangle these factors.   
 In the quantitative analysis, for assistant teachers neither job resources and burnout nor 
burnout and turnover intention are significantly associated, in contrast to the findings for lead 
teachers. Two factors may primarily account for these differences: First, job alternatives are 
scarce for assistant teachers, and assistant teachers are tied to their workplace for 3 years, so they 
may not be able to leave even if they feel exhausted. Second, assistant teachers experience less 
job control than lead teachers (Blöchliger & Bauer, 2016). This difference may explain why job 
resources and burnout are not associated, because the empirical evidence (e.g., Koch et al., 2015; 
Taris et al., 2005) and theory building (e.g., the Job-Demand-Control model by Karasek, 1979) 
both indicate the opposite.  
 The qualitative analysis points to two important set of reasons not included in the tested 
model that influence the decision to stay or leave: personal reasons and advancement 
opportunities. Regarding personal reasons, participants cited motherhood as the most frequent 
reason for leaving the profession and, to a lesser extent, their job. Whereas some participants did 
not like to combine teaching and rearing their own children, other participants showed interest in 
pursuing part-time work but found no job offering the desired working hours. However, 
incentives such as slots and subsidies for their own children retained a few child care teachers. 
These findings suggest that adequate part-time jobs and additional benefits may retain teachers 
who are parents. Against the background that children attend child care part-time (Machmutow 
et al., 2013) and assistants are required to work part-time due to their school obligations (Flitner, 
2009), part-time jobs may pose an additional challenge to organizing a work schedule centered 
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around the need to ensure sufficient time and continuity between a particular child and a 
particular child care teacher to establish a secure relationships. To a lesser extent, relocating, 
commute, and vacation traveling were teachers’ reasons for leaving. Among child care teachers 
the centrality of personal reasons in the decision to leave is in line with previous studies 
(Manlove & Guzell, 1997; Stremmel, 1991). This may be due to the notion that personal reasons, 
including family circumstances, more strongly inform the career paths of women than of men 
(Manlove, 1993; Torquati et al., 2007), a relevant note for a predominately female profession 
such as child care work.  
 In the qualitative analysis, advancement opportunities, respectively the lack thereof, 
emerge as a major reason to either stay or leave. Job opportunities offering more complex tasks 
and duties and more responsibility, e.g., leading a group, supervising assistant teachers, leading a 
child care center, were teachers’ reasons for both staying at the child care center and leaving 
their job. This is contrary to Manlove and Guzell’s (1997) finding that advancement did not 
retain child care teachers in the profession. Nonetheless, one fourth of child care teachers who 
left the profession went back to school to prepare for other jobs, such as elementary school 
teacher and social worker. Other participants started to work with older children. Jobs with older 
children not only offer better working conditions, better pay, and more diverse tasks but also 
more respect (Whitebook & Sakai, 2003). Whitebook and Sakai (2003) found similar career 
choices among the child care teachers in their sample.  
 A comprehensive point across different aspects cited as a reason for leaving was 
“change,” e.g., change in the team, the director, or the pedagogical approach. Some participants 
cited the opposite, “stability,” as a reason for staying. This is line with the previous finding 
(Whitebook & Sakai, 2003) that less stability is associated with higher turnover rates. This may 
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be due to the disruptive effect of an individual leaving a small work team and the adjustment 
required of the remaining staff. Additionally, a change in leadership may go along with a change 
in the pedagogical approach, personnel management, etc. With respect to stability, we have to 
consider that child care centers in Switzerland already have to deal with the constant turnover 
that the Swiss child care system entails (natural turnover).   
Strengths and limitations 
A major strength of these two studies lies in the mixed methods approach. Combining 
quantitative and qualitative analyses makes it possible to overcome limitations of each method. 
The application of different methods cross-validates findings and strengthens the explanatory 
power of the studies (Johnson & Onwuegbuzie, 2004; Mauceri, 2016). The second study linked 
turnover intention to actual turnover, supporting the importance of examining turnover intention 
and emphasizing the need to explore additional factors in the decision to leave. Furthermore, the 
first study tested the JD-R among child care teachers using structural equation modeling, i.e., 
testing the set of relationships simultaneously, which has not been done before. The content 
analysis explored the reasons for teachers staying and leaving in greater detail, supporting and 
expanding the results of the structural equation modeling. Last, this article adds to the existing 
literature by disentangling the reasons for staying, leaving the job, and leaving the profession. 
This disentanglement appears to be crucial in tackling retention and turnover among child care 
teachers, because the reasons differ. 
 The two studies also have their limitations. First, the cross-sectional design of the first 
study does not allow causal conclusions to be drawn, which limits the internal validity. The 
causality implied by the arrows in Figure 7 is misleading, because we are not able to determine 
the directions of the relationships in a cross-sectional dataset. Second, all measures included in 
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the structural equation model were self-reports, which increases the risk of common method bias 
and overestimation of the sizes of relationships (Podsakoff et al., 2012). Third, the measurements 
for lead teachers and assistant teachers were not invariant. Therefore, we are not able to compare 
the two groups based on statistical grounds, which further limits the explanatory power of the 
study.  
With respect to the second study, we are not able to assess the actual retention and 
turnover rate among the participants in the first study due to major limitations: First, we were not 
able to reach all participants due to lacking and outdated e-mail addresses. Second, participants 
self-selected into the study, so it appears plausible that a particular group, e.g., the stayers, may 
have been more likely to participate than others, because they care about the job. Additionally, 
some participants provided their work e-mail address, so we were not able to reach them if they 
had left. Third, we were not able to ask questions about the participants’ comments―as would 
be possible in interviews―and hence to contextualize the answers. Additionally, both samples 
are drawn from a population in a Swiss municipality representing local and national specifics, 
which limits generalization to other teaching staff populations in other communities and 
countries. However, the results suggest that correlates of turnover intention and reasons for 
staying and leaving are similar among child care teachers across regions. 
Future research 
The two studies show that child care teachers’ reasons for staying, leaving their job, and 
leaving the profession are both similar and distinct. Therefore, future research should further 
disentangle and explore their reasons for staying, leaving their job, and leaving the profession 
separately. Whereas many previous studies (Hale-Jinks et al., 2006; Manlove & Guzell, 1997; 
Torquati et al., 2007; Whitebook & Sakai, 2003) focused on reasons for leaving, future research 
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should increasingly address reasons for staying. Also, the second study was not able to uncover 
the real percentage of retention and turnover, but accurate numbers appear important to evaluate 
the challenges associated with turnover among child care teachers. Future studies should assess 
the turnover rates among child care staff in different countries, such as across Europe. These 
rates may also provide information on the role that different working environments and working 
conditions play in retention and turnover, because early education and care settings greatly differ 
between European countries (European Commission/EACEA/Eurydice/Eurostat, 2014). In 
addition, turnover intention accounts for only a part of the variance of actual turnover. Therefore, 
longitudinal studies need to explore the additional reasons influencing the decision to stay or 
leave, e.g., personal reasons such as motherhood and job opportunities. Last, although this article 
has shown that the team is the major reason to stay, there has been little focus on the team in the 
research on the child care workforce. Consequently, future research should explore why and how 
the team plays such a central role for child care teachers.  
Conclusion 
Overall, the findings of these two studies suggest two main set of reasons for child care 
teachers leaving or staying: First, motivational characteristics such as the team, satisfaction, and 
the children are crucial for the intention and decision to stay or leave. Additionally, personal 
reasons often influence this decision. These two points reflect the fact that child care work is 
women’s work, because intrinsic rewards and personal reasons are more important for women’s 
career choices than men’s. Second, a lack of professionalism, poor working conditions including 
wages, and a lack of advancement opportunities―in sum a lack of extrinsic rewards―mainly 
appear to drive child care teachers out of their job and profession.   
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7.!A Appendix  
 
Table 12: Measurement invariance tests for lead teachers and assistant teachers 
 
Invariance level χ2 p AIC CFI ∆CFI RMSEA 
Configural invariance 44454 .00 43784 .941 – .066 
Weak invariance 44356 .00 43786 .939 -.002 .065 
Strong invariance 44515 .00 44022 .918 -.021 .074 
Strict invariance 44540 .00 44071 .913 -.005 .076 
Notes. CFI: Comparative Fit Index; RMSEA: Root Mean Square Error of Approximation 
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Table 13: Multilevel regression estimates for the JD-R variables on turnover intention for 
lead teachers 
 
  Model 1 
 Est. SE t 
Level 1     
Intercept  2.09 0.06 36.04*** 
Job resources  −0.80 0.13 −6.29**
* 
Job demands  0.12 0.09 1.31 
Burnout  0.17 0.08 2.27* 
Job satisfaction  −0.27 0.09 −2.84** 
Random effects (variances)   
σ2within 0.90  
σ2u0 0.33  
df 244  
Pseudo R² 0.36 
   Note: *p < .05. **p < .01, ***p < .001.  
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Table 14. Multilevel regression estimates for the JD-R variables on turnover intention for 
assistant teachers 
 
  Model  
 Est. SE t 
Level 1     
Intercept  2.09 0.06 36.04***  
Job resources  −0.80 0.13 −6.29***  
Job demands  0.12 0.09 1.31  
Burnout  0.17 0.08 2.27*  
Job satisfaction  −0.27 0.09 −2.84**  
Random effects (variances)   
σ2within 0.93  
σ2u0 0.30  
df 239  
Pseudo R² 0.35  
            Note: *p < .05. **p < .01, ***p < .001.  
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8.!General discussion 
 
  This thesis set out to answer the questions, “why do child care teachers stay?" and “why 
do child care teachers leave?" To answer these questions, this thesis addressed five concepts that 
are elements in the modified JD-R model that are hypothesized to contribute to turnover 
intention and, in turn, turnover: Structural and personal characteristics, job resources, job 
demands, and burnout. Moreover, this thesis explored the relationships between job demands, 
job resources, burnout, and job satisfaction and turnover intention and reasons for actual staying 
or leaving. In the following, I will discuss the findings of this thesis based on their relevance for 
retention and turnover of child care teachers. I will start by discussing the theoretical approaches 
and their applicability to the child care profession. Then, I will discuss the results categorized in 
topics that have emerged to be relevant for retention and turnover among child care teachers in 
the four studies. In closing, I will outline how the findings of the four studies – in line with the 
international research body – refer to the broader context of early care and education in our 
society that can be subsumed under the concept of “child care as a marginalized profession" 
(Fenech et al., 2009) and its implications. Table 12 provides an overview about the aims, data, 
findings, and conclusions of the four studies. 
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Table 15: Overview about the aims, data, findings, and conclusions of the four studies 
 
Study Aim Data  Findings Conclusions 
Study 1 1. To describe and compare 
job resources and job demands 
among child care teachers with 
different educational 
backgrounds. 
2. To identify the most 
important personal and 
structural (center) correlates of 
job resources and job demands 
among child care teachers. 
 
Data A.1 1. Lead teachers reported higher levels of 
job resources and job demands than 
assistant teachers. 
2. Predominantly structural (center) 
characteristics were significantly 
associated with reported job resources and 
job demands of child care teachers. 
3. Structural characteristics associated with 
professionalism (e.g., the pedagogical 
approach, employment conditions) were 
linked to job resources; adequate staffing 
levels were related to job demands with 
some variation for the two groups.  
1. The findings imply that lead and 
assistant teachers differ in their work 
experience. 
2. The findings suggest that (1) 
working conditions and work 
organization that foster 
professionalism should be targeted for 
improvement measures and (2) 
ensuring high child-to-staff ratio in 
daily practice should be a priority. 
 
Study 2 1. To explore to what extent 
burnout levels are clustered in 
child care centers. 
2. To identify the most 
important individual and 
organizational correlates of 
lead teachers' burnout levels 
based on the concept of the 
Areas of Worklife.  
Data A.1, 
Data A.2 
1. The child care center matters for the 
experienced burnout levels. 
2. Lower perceived control and reward 
(pay satisfaction) on the individual level 
and higher workload on the organizational 
(director's assessments) were associated 
with higher experienced burnout levels. 
 
1. The findings refer to the importance 
of reward in terms of pay satisfaction 
among child care teachers.  
2. The findings imply that the 
individual level as well as the 
organizational level should be targeted 
to tackle burnout.  
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Study 3 
 
To explore turnover intention 
among lead and assistant 
teachers based on the Job 
Demands-Resources model. 
 
Data A.1 
  
1. The JD-R model holds for lead teachers 
but not for assistant teachers.  
2. The association between reported job 
resources and turnover intention mediated 
by job satisfaction is much stronger than 
the association between reported job 
demands and turnover intention mediated 
by burnout.   
1. The findings suggest that the JD-R 
model only apply to workers in 
ordinary work arrangements.  
2. The results suggest that the 
motivational pathway to turnover 
intention is stronger than the energetic 
pathway among child care teachers.  
Study 4 1. To investigate if turnover 
intention predicts turnover of 
child care teachers. 
2. To explore the reasons for 
staying, leaving the job and 
leaving the profession. 
Data A.1, 
Data B 
1. Turnover intention at t1 predicted 
turnover at t2. 
2. The content analysis has revealed that 
the team, positive aspects of the work, and 
professional workplaces motivated child 
care teachers to stay; a lack of 
professionalism and advancement and 
personal reasons drove child care teachers 
out of the job; and poor working condition 
and wages, a lack of professionalism and 
advancement, stress and strain, and 
motherhood drove child car teachers out of 
the profession. 
 
1. The findings suggest that turnover 
intention is a valid predictor of 
turnover. 
2.The findings imply that in particular 
intrinsic rewards motivate child care 
teachers to stay and a lack of extrinsic 
rewards drives them out of the job or 
profession. 
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8.1 The theoretical approaches and the child care workforce 
 
 In the following, I will briefly discuss the applicability of the two theoretical approaches 
to the child care workforce and draw conclusions about the approaches.  
 
The Job Demands-Resources model in the child care workforce 
 
 While Kusma et al. (2012) applied the JD-R model partially to the child care workforce to 
explore job satisfaction, this study is the first to test the JD-R model entirely on the child care 
workforce. The analyses in study 3 have yielded that the relationships hypothesized in the JD-R 
model hold for lead teachers, but only partially hold for assistant teachers. First, this finding 
implies that job demands and job resources of lead teachers contribute to our understanding why 
lead teachers stay or leave. Second, this finding suggests that lead and assistant teacher differ in 
their work experience and work-related outcomes such as turnover intention. 
 The specific pattern of the relationships, the strength of the path 'job resources --> job 
satisfaction --> turnover intention' in contrast to the path 'job demands --> burnout --> turnover 
intention', resonates with the pattern found among women in a sample of information technology 
workers – compared to the men's pattern (Hoonakker et al., 2013). This is consistent with the 
results of the studies presented here because the sample used in study 3 comprises 94% women. 
Hoonakker et al. (2013) emphasize that the relationships between the concepts, but not the 
concepts per se did differ between women and men in their study. Huang, Xing, and Gamble 
(2016) have also shown that the relationships between job demands, job resources, and well-
being were different for women and men in their sample of retail store employees. However, 
Korunka et al. (2009) found no gender differences in the relationships hypothesized by the JD-R 
model in their sample of white and blue collar workers. Thus, the evidence for gendered 
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relationships in the JD-R model is inconsistent. One possible explanation for this inconsistency is 
that gender differences in the JD-R model depend on the job (Huang et al., 2016).  
 Considering the findings presented here and the indications for gender differences in the 
studies by Hoonaker et al. (2013) and Huang et al. (2016), one possible explanation for the 
strength of the motivational path found in study 3 is that it represents a female characteristic. 
Previous studies have shown that job satisfaction and meaningfulness of work were closer related 
to turnover intention among women than among men (Hoonakker et al., 2013). Meaning of work 
and job satisfaction belong to the intrinsic rewards of work. In a similar vein, the results of the 
content analysis in study 4 have revealed that intrinsic rewards such as joy and a fondness for the 
children in their care motivated a high percentage of the child care teachers to stay. This finding 
is again consistent with previous research on child care teachers (Fuchs-Rechlin, 2010; Hall-
Kenyon et al., 2014; Kontos & Stremmel, 1988; Schreyer & Krause, 2016; Torquati et al., 2007; 
Wells, 2014). One explanation pertains to the different socialization of women and men insofar 
as the gendered roles and expectation may encourage women to choose different professions and 
make different career choices than men (Cech, 2013; Correll, 2004; Reskin, 1988). Another 
explanation – that is connected to the first one – for the greater role of intrinsic rewards for work-
related behaviors among women than among men is that women usually do not fulfill the role of 
a breadwinner (Bear & Glick, 2016) and thus rely less on extrinsic work rewards such as pay.  
 The differences between lead and assistant teachers may originate in the specific job 
arrangement – an internship or an apprenticeship includes a binding contract for a certain period 
– of assistant teachers, while the JD-R model is designed for workers in ordinary work 
arrangements. The section “lead and assistant teachers" will further explore the differences 
between lead and assistant teachers.  
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The Worklife Areas in the child care workforce 
 
 Alike Leiter (2015) demonstrated the relevance of the six worklife areas (Leiter & 
Maslach, 2004) for the nursing profession; study 2 has highlighted that the six worklife areas are 
also relevant for burnout levels among child care teachers. More specifically, control and reward 
(in terms of pay satisfaction) on the individual level and workload on the child care center level 
were significantly related to the experienced levels of burnout symptoms. This result is in line 
with the body of burnout research that stresses that control and workload are closely associated 
with burnout levels across occupational groups (Portoghese et al., 2014; Seidler et al., 2014) and 
among child care teachers (Koch et al., 2015). Moreover, the result suggests that reward - in 
terms of pay satisfaction - is central for work-related outcomes of child care teachers – as 
previous studies have highlighted (Goelman & Guo, 1998).  
 As outlined in the section “Critical discussion of the theoretical approaches", the concept 
of the six worklife areas may offer important starting points to reflect on burnout as work-related 
outcome, but is limited in its explanatory power due to its broadness of categories. Overall, the 
six worklife areas represent areas relevant in the child care profession. Concomitantly, the six 
worklife areas are correlates of burnout, but experienced burnout levels were weaker associated 
with turnover intention than job satisfaction in study 3. Therefore, burnout appears to play a 
subordinated role for turnover intention and thus turnover of the teaching staff compared to job 
satisfaction. With respect to the investigation of the concept, study 2 has several shortcomings 
that the section on limitations will address in more detail.  
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The two theoretical approaches: A conclusion 
 
 Both approaches have a number of advantages and shortcomings. For the JD-R model, 
the distinction between job resources and job demands as well as job characteristics and 
outcomes is still unclear. The JD-R model in this thesis has been expanded by personal and 
structural characteristics as antecedents of job resources and job demands. The analyses have 
yielded that the personal characteristics play a subordinate role – a finding that may lend support 
to the reliance of the JD-R model on job characteristics. Additionally, the distinction between 
structural characteristics and job resources and job demands in the modified JD-R model used in 
this thesis is also questionable. It is plausible that structural characteristics can either influence 
the perception of job resources and job demands – defined as process variables – or act as a 
resource or a demand in themselves. For the AWL, the broad conceptualization of the worklife 
areas does not allow to determine what feature of a certain worklife area is associated with 
burnout. The limitation to six areas may result in an overlooking of relevant areas associated with 
burnout in a specific occupation. The results of the four studies suggest that both theoretical 
approaches used, the JD-R model and the AWL, are generally applicable to the child care 
workforce. However, assistant teachers are not represented in the JD-R model presumably due to 
their specific work arrangement. The AWL appears to be highly relevant in the child care 
workforce which may be due to the fact that the model was designed for human services. 
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8.2 Reasons for staying or leaving 
 
 This section discusses the findings of the four studies classified into the themes that 
emerged to be crucial for turnover and retention among child care teachers: working environment 
and working conditions, leadership and management, staffing levels, wages and pay satisfaction, 
lead and assistant teachers, advancement opportunities, and child care work as women's work. In 
closing, the section outlines how the findings of the four studies and the international findings 
can be explained by the concept of “child care work as a marginalized profession”.  
 
Working environment and working conditions 
 Study 1 has shown that those structural characteristics indicating a professional 
framework for the work (e.g., the pedagogical approach, the employment conditions, amount of 
preparation and planning time) are the correlates most closely associated with reported job 
resources among child care teachers. Study 3 has demonstrated that job resources are associated 
with turnover intention through enhanced well-being as well as reduced burnout. The content 
analysis in study 4 has further substantiated the importance of a professional respectively 
unprofessional working environment because the participants often cited different features 
related to a professional work environment, e.g., “professional work procedure,” “well organized 
center,” “too much responsibility for assistant teachers,” “good working conditions,” “good 
employer,” as reasons for staying or leaving. Overall, these findings are in line with the body of 
research illustrating strong positive associations between good working conditions and working 
environments and positive work-related outcomes, such as high job satisfaction, well-being, low 
turnover intention, among child care teachers (e.g., Goelman & Guo, 1998; Hall-Kenyon et al., 
2014; Schreyer & Krause, 2016; Viernickel et al., 2014; Wells, 2014).  
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 The perceived favorable structural features associated with higher job resources were 
implementation of the pedagogical approach, good employment conditions, more preparation 
and planning time (for lead teachers), support by the governing agency, and adequate staffing 
levels. These features enable the teaching staff to accomplish their work on a sound professional 
foundation. The results from the content analysis corroborate these findings insofar as child care 
teachers often mentioned professionalism or a lack of professionalism in their facility as a reason 
for staying or leaving. Professionalism pertains to a wide range of aspects: the working 
environment, the pedagogical approach, the leadership and management (the next section will 
address them in greater detail) etc. Child care teachers in study 4 often used the word 
“professional” to describe their work environment, employer, or director.  This word choice 
implies that the child care teachers are aware of the differences in professionalism across child 
care centers and assess their workplace in relation to others. 
 Child care centers that can provide favorable manifestation in these characteristics appear 
likely to have greater financial resources in general than the centers offering unfavorable 
conditions. For example, a greater financial leeway enables agencies to employ more and more 
educated staff who may be responsible for specific tasks, e.g., pedagogical issues, the supervision 
of assistants, and floaters. Because of the great diversity of providers in the city of Zurich  –
 seven different legal entities ranging from the public hand to for-profit companies –, agencies 
greatly differ in their financial resources (Federas, 2015). For example, the public hand pays 30% 
higher wages than the private agencies because it pays their employees in accordance with the 
public collective agreement. Additionally, agencies operating more than one child care center are 
able to pool tasks and duties, e.g., supervision of assistants, substitution by floaters, while small 
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agencies need to unite tasks as diverse as pedagogical expertise to personnel management in a 
few hands.  
 
Leadership and management 
 A further aspect that is critical to professionalism is leadership – both, the leadership of 
the directors and the management (the governing agencies). A high percentage of participants in 
the study 4 stated that features associated with a professional respectively, an unprofessional 
leadership and management caused them to stay or leave. Moreover, higher reported job 
resources were closely associated with higher job satisfaction, lower experienced burnout levels, 
and lower reported turnover intention in study 3 whereby leadership quality was one indicator of 
job resources. At last, perceived higher support by the governing agency was positively related to 
job resources among assistant teachers in study 1. In sum, these findings imply that leadership 
quality of directors and agencies are related to turnover intention – and associated with retention 
and turnover – of the child care teachers. The findings are consistent with previous results 
reflecting the importance of the support by child care directors (Fuchs-Rechlin, 2010; Hale-Jinks 
et al., 2006; Jorde-Bloom, 1988; Kusma et al., 2012) as well as the governing 
agency/management (Kliche, 2011; Rudow, 2004) for the well-being, retention, and turnover of 
child care teachers.  
 A closer look at the qualification requirements for directors and governing agencies in 
early care and education settings may explain the specific problems of leadership and 
management in the child care centers in this study: The guidelines require directors to hold a 
management degree besides their vocational college diploma – less than a bachelor's level – and 
the guidelines do not require governing agencies to have any pedagogical expertise 
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(Bildungsdirektion Kanton Zürich, 2014; Schulthess, 2009). These low and distinct qualification 
requirements not only lay ground for tensions between care and business orientations – a 
problem likely to arise in early care and education settings that are privately run (Campbell-Barr, 
2009) –, but are also likely to generate an overload of tasks, duties, and responsibilities directors 
and agencies are not adequately prepared for.  
 
Staffing levels  
            Study 1 has shown that higher perceived staffing levels were associated with lower 
reported job demands and higher reported job resources of teaching staff (with some variation for 
lead and assistant teachers that the section “lead and assistant teachers” will address). Study 2 has 
demonstrated that the workload on the child care center level was associated with lower 
experienced burnout levels of lead teachers. Finally, study 3 has demonstrated that reported job 
resources and job demands were both related – through reported well-being and burnout – to the 
reported intent to turnover. Additionally, the content analysis in study 4 has revealed that 
inadequate staffing levels were a reason to leave. Taken together, these findings suggest that 
some child care teachers leave due to inadequate staffing levels. 
 Overall, the findings resonate with the extant research literature showing that adequate 
staffing levels are key for a positive working experience and positive work-related attitudes and 
behaviors among child care teachers (Andersson & Gørtz , 2010; Hackl et al., 2015; Maslach & 
Pines, 1977; Schreyer & Krause, 2016; Strober et al., 1995; Viernickel et al., 2014). This pertains 
to the perceived staffing levels as well as the staffing levels on the child care center level 
(assessed by directors) alike. Andersson and Gørtz (2010) have shown in their study that child-
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to-staff ratios based on administrative reports predicted the likelihood of turnover of child care 
teachers.  
 Adequacy of staffing levels pertains to the child-to-staff relation as well as to the 
qualification of staff. The actual staffing levels differ from the required child-to-staff ratios 
because child-to-staff ratios are often not met in practice due to staff absences and shortages 
(Viernickel et al., 2014). While the positive effects of higher staffing levels appear evident - the 
workload is lower, teaching staff has more time to individually interact with the children, child 
care teachers are able to complete their paperwork during the regular working hours, team 
meetings and guidance meetings with assistant teachers take place etc. - the negative effect of 
lower staffing levels goes beyond the daily work: In an understaffed environment, child care 
teachers need to postpone the activities necessary for providing good pedagogical work, such as 
preparation and planning or team meetings, in order to take care of the children. Consequently, 
adequate staffing levels may enable teachers to do the job in a way they feel committed to. The 
deployment of floaters can compensate for staff absences – as reflected in study 1 where the 
perceived availability of floaters was associated with lower reported job demands among lead 
teachers. While agencies and directors have the responsibility to ensure adequate staffing levels 
in their center, their efforts depend on the financial resources of the center as well as the 
availability of qualified staff. In Switzerland, there is a shortage of qualified teaching staff in 
early care and education – just like in Australia and Germany (Bertelsmann Stiftung, 2016; 
Sumsion, 2007).  
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Wages and pay satisfaction  
 In study 2, lower perceived pay satisfaction was associated with lower experienced 
burnout levels of lead teachers and in study 3, job satisfaction including pay satisfaction was 
highly associated with the reported turnover intention of child care teachers. Moreover, 
individuals often cited the wage as a reason to stay or leave in study 4. These findings suggest 
that pay satisfaction and wages are associated with lead teachers' retention and turnover. The 
results are in line with previous studies that have over and over identified wages and pay 
satisfaction permeating all child care teachers' work-related outcomes (Hale-Jinks et al., 2006; 
Stremmel, 1991; Viernickel et al., 2014; Whitebook et al., 1989; Whitebook & Sakai, 2003). 
 This finding is particularly instructive against the background that the wage level in Swiss 
child care centers is higher than for example in the U.S. and in Germany and indeed comparable 
to the wages in other female vocational professions (Federas, 2015). Nonetheless, child care 
teachers are dissatisfied with their wages. Therefore, wages and associated pay satisfaction need 
to be viewed in conjunction with the relatively poor working conditions and working 
environments, and low recognition of the profession (Blöchliger & Bauer, 2014). A comparison 
with the professional group who does the work most similar to teaching in early care and 
education – the kindergarten teachers who take care and education children aged 4 to 7 years old 
– may be instructive to understand this conjunction: Child care teachers face longer working 
hours directly with the children (42 hours vs. 24 hours in the kindergarten), they have less time 
for preparation and planning (ca. 2 hours vs. 8-16 hours per week), and fewer vacation days (4 
weeks vs. 12 weeks) . Additionally, the entry level-wage for child care teachers is 35% lower 
than the entry-level wage of a kindergarten teacher (Erziehungsdirektoren-Konferenz, 2014; 
Federas, 2015). And while kindergarten teachers' wages are steadily increasing with longer job 
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tenure, child care teachers' wages are barely increasing (Erziehungsdirektoren-Konferenz, 2014; 
Federas, 2015). Moreover, most child care teachers are required to do an internship before they 
start the apprenticeship because most apprenticeships are offered to interns although the 
education reform in 2006 abolished the compulsory internship. Consequently, child care teachers 
are required to work one or two years for an internship wage23. The authorities justify these 
differences by stressing the different qualification for kindergarten teachers – kindergarten 
teachers are required to hold a bachelor's degree. Child care teachers compare themselves with 
kindergarten teachers and hence feel inadequately rewarded (Blöchliger & Bauer, 2014). 
Additionally, these huge pervasive differences can neither be justified from a pedagogical nor a 
developmental psychological point of view (Institute of Medicine (IOM), & National Research 
Council (NRC), 2015) and contrast with the high responsibility child care teachers take 
(Derungs, 2009).  
    
Lead and assistant teachers 
 With respect to differences between lead and assistant teachers, study 1 has shown that 
lead teachers report higher levels of job demands and job resources than assistant teachers – with 
the exception of team climate and leadership quality. Additionally, assistant teachers' reported 
job demands and job resources are more closely associated with perceived adequate staffing 
levels, while reported job demands were not associated with the perceived availability of floaters. 
Finally, the associations hypothesized in the JD-R model also differed between lead and assistant 
                                                
 
23 The internship wage is approximately one fifth or one fourth of a “living wage”; Switzerland 
has no legal minimum wage. 
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teachers in study 3. All together, these results indicate that lead and assistant teachers strongly 
differ with respect to their work experience and work-related outcomes in the Swiss early care 
and education settings. The findings are in keeping with some of the previous research (Curby et 
al., 2012; Løvgren, 2016; Sosinsky & Gilliam, 2011; Wells, 2014), but differ from findings 
claiming that these two groups do not significantly differ (Bullough et al., 2012; Kontos & 
Stremmel, 1988). These discrepancies may be explained by differences between assistant 
teachers in the U.S. and in the Swiss system. In contrast to the Swiss workforce, lead and 
assistant teachers are much more similar in the U.S. with respect to education, wage levels, 
working arrangements etc. (Kibesuisse, 2014; Whitebook et al., 2014).  
 For the Swiss workforce, the findings may reflect the different roles, duties, and tasks of 
the two groups. Lead teachers perform more administrative tasks and thus need – and usually 
have – more time for planning and preparation and documentation (KITAS/ASSAE/ASSAI, 
2008). Therefore, – and as described in the section “staffing levels” –, in particular lead teachers 
need to postpone administrative work, when staff is absent, and, instead, work with the children. 
Consequently, floaters unburden lead teachers more strongly than assistant teachers, because 
assistant teachers usually work most of the time with the children anyway.  
 
Advancement opportunities 
 Study 4 has revealed that the lack of advancement opportunities in the field drove a high 
percentage of the participants out of the job and the profession. Researchers have observed these 
limited career options also in the German and U.S. early care and education context (Manlove & 
Guzell, 1997; Viernickel et al., 2014; Whitebook & Sakai, 2003). The career of a child care 
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teacher is limited to becoming a group leader, an assistants' supervisor and a child care center 
director in Switzerland. 
 These limited advancement opportunities in early care and education are also the result of 
the decision on the part of the authorities in 2006 to maintain teaching in early care and education 
as a vocational profession in Switzerland (Flitner, 2009). This decision stands against a large 
research body that suggests that high care quality is dependent on highly qualified staff (OECD, 
2006; Whitebook & Sakai, 2003) and the practice in many European countries that require child 
care teachers to hold a university level degree (European 
Commission/EACEA/Eurydice/Eurostat, 2014). 
 
Child care work is women's work 
 Study 4 has shown that personal reasons, e.g., motherhood or a long commute, were 
frequent reasons to leave the profession and the job. One third of the child care teachers who left 
the profession cited “motherhood” as a reason to leave. This finding implies that personal reasons 
play a major role in the decision to leave among child care teachers. Thereby, some participants 
indicated that they would have continued teaching in early care and education if their facility had 
offered them the desired number of working hours or their director would have kept them. This 
finding lends support to earlier findings that personal reasons are related closely to turnover 
intention among child care teachers (Manlove & Guzell, 1997; Stremmel, 1991), and the more 
general notion that women’s career choices are strongly shaped by personal reasons (Manlove, 
1993; Torquati et al., 2007). 
As child care work is predominately women’s work, personal reasons including family 
responsibilities are crucial. Gratz and Claffey (1996) reported that 25% of the child care teachers 
  
 
 172 
in their sample got pregnant since working in early care and education. With respect to 
fatherhood/motherhood, child care work may be a special profession because continuing to work 
may include to hand over the own children to an institution or individual while caring for other 
children.  
 
The team 
 Study 4 has highlighted that the team is a major motivator for child care teachers to stay 
(more than two thirds of the stayers cited the team and work climate as reason to stay). In 
addition, the team climate was one indicator of job resources and thus closely associated with 
reported lower turnover intention in study 3. The important role of support from co-workers for 
child care teachers' job satisfaction and work-related outcomes is in keeping with previous results 
(Jorde-Bloom, 1988; Jungbauer & Ehlen, 2015; Kusma et al., 2012; Løvgren, 2016). The team is 
the core unit in child care; a small group of lead and assistant teachers usually care for and 
educate one children's group. Therefore, a supportive team may be a necessary prerequisite to 
stem the daily work.    
 
Child care work – a marginalized profession 
Drawing on the findings of the studies presented here as well as the body of international 
research, I argue that most reasons for child care teachers' turnover point to the wider context of 
early care and education settings that can be subsumed under the notion that child care is a  
“marginalized profession" (Fenech et al., 2009). Fenech et al. (2009) argue that this 
marginalization comes to the fore in the policies pertaining to the early care sector and the scare 
funding allocated to this sector all of which result in pervasively poor wages, poor working 
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conditions, and the low recognition of the child care teacher profession as compared to their 
counterparts, that is,  kindergarten or primary school teachers (Fenech et al., 2009).  
 The findings of the four studies indicate that child care teachers mainly leave due to the 
relatively poor working conditions and low wages, a lack of professionalism, lack of 
advancement opportunities, stress and strain – and only to a lesser extent due to personal reasons 
such as motherhood. Most of these reasons are an outcome of the marginalized position of early 
care and education as compared to kindergarten and school in Switzerland. The existing body of 
research generally points out that working environments and working conditions are relatively 
poor in most countries (OECD, n.d.), that pay is low internationally (Gambaro, 2012), and that 
child care teachers receive little recognition for their work across countries (Fenech et al., 2009; 
Hackl et al., 2015). The image of the child care teacher as a woman “who crafts and plays a little 
bit with children” is still common (Hackl et al., 2015). Moreover, the high percentage of non-
qualified professionals across countries (European Commission/EACEA/Eurydice/Eurostat, 
2014; OECD, 2010) – in line with the legal guidelines (e.g., KITAS/ASSAE/ASSAI, 2008) – 
reflects the idea that child care is seen as “unskilled” or “unprofessional” kind of labor that any 
person can do. This is also reflected in the policy that “caring for own children belong to 
professional experience” (Bildungsdirektion Kanton Zürich, 2014). These low requirements 
contrast with the empirical evidence that shows that higher qualifications of staff benefit care 
quality (e.g., the meta-analysis by Huntsman, 2008). Leadership and management –associated 
with a lack of professionalism – emerged as another reason for leaving among child care 
teachers. This phenomenon can also be observed across countries, because child care directors 
often lack time for the administrative tasks. Their health is also relatively poor, and their pay 
comparatively low (Lange, 2017; Mullis et al., 2003). The limited advancement opportunities – 
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another reason for leaving the job – are another  result of the marginalization of the profession 
because they are the direct result of the education requirements for child care teachers as well as 
the wage levels. However, personal reasons such as motherhood were also reasons to leave for 
child care teachers. Motherhood as a reason for leaving could be partially absorbed in more 
professional work environments where part-time jobs would be available or places for one’s own 
children were subsidized.  
 The similarity of these findings is even more striking against the background of the 
highly diverse contexts of early care and education settings across countries and regions with 
respect to funding (public vs. private), staff education, ages of children served (European 
Commission/EACEA/Eurydice/Eurostat, 2014). These pervasive differences between child care 
teachers and their counterparts the kindergarten and primary teachers cannot be explained 
through characteristics inherent to the work or the importance of the work. Therefore, these 
features may reflect the de-valued importance of reproductive labor, i.e., domestic labor such as 
cleaning, cooking, and child care that is often unpaid and considered female in capitalist societies 
(England, 2005; Federici, 2014). Therefore, in order to tackle the high turnover this 
marginalization of child care work needs to be addressed on multiple levels such as adequate 
levels of funding, societal attitudes, stricter polices including higher qualification requirements 
for staff. Funding, however, appears to be the priority because most other aspects are directly 
dependent on funding.  
 
8.3 Strengths of this thesis 
 
 This section highlights the major strengths of this thesis. Overall, this thesis expands the 
extant body of research on the child care workforce through theoretical and methodical 
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advancements. This thesis provides a theory-driven comprehensive picture about the work 
experience and work-related outcomes among child care teachers in a city in Switzerland. To 
date, this thesis comprises the first large-scale study on the Swiss child care workforce.  
 From a theoretical perspective, this thesis unites two major research lines - the German 
and the U.S. one, complemented by international studies - and integrates them into a theoretical 
framework, the Job Demands-Resources model (Schaufeli & Bakker, 2004; Schaufeli & Taris, 
2014). Furthermore, this thesis validates the JD-R model on the child care workforce. Thus, this 
thesis extends the evidence of the robustness of the JD-R model by adding another occupational 
group. In addition, the results of this thesis add to the empirical evidence that the JD-R model 
may have a gendered expression – advancing the knowledge about the JD-R further. 
Furthermore, the thesis also has applied the concept of the AWL to the child care workforce and 
has shown that these areas are highly relevant in the child care workforce.  
 From a methodological perspective, this thesis relies on a relatively large sample 
comprising lead teachers, assistant teachers, and child care center directors. Further, this thesis 
uses a wide range of different state-of-the-art methods and combines quantitative and qualitative 
analyses as well as cross-sectional and longitudinal designs. Consequently, this thesis overcomes 
the limitations single methods and designs involve: The large samples used in the study 1 and 3 
allow assessing a large percentage of information and thus increase the generalization of the 
results, as well as enables to test several relationships simultaneously (study 3). However, the 
mixed-effects models conducted in study 2 take the nested data structure into account and are 
adjusted for possible overestimations prone to arise when the nested data structure is neglected. 
Additionally, the inclusion of organizational level characteristics advances the knowledge 
beyond the individual level variables relying on self-reports. The longitudinal design of study 4 
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allows to assessing turnover among child care teachers over the course of three years and verifies 
the explanatory power of the turnover intention for actual turnover of child care teachers. The 
content analysis (also study 4) provides insights into the processes of turnover and lends support 
for the findings of the studies 1, 2, and 3. Finally, this thesis accounts for differences between 
lead and assistant teachers expanding the state of knowledge about differences between these two 
groups.  
 
8.4 Limitations of this thesis 
 
 This thesis has several shortcomings that I will outline categorized into sample, design 
and analyses, and measures.  
 
Sample 
 One major limitation of this thesis pertains to the samples. The samples represent one 
community in Switzerland and thus represent specifics of the national as well as the community 
context. This limits the generalization of the results to other contexts. Moreover, the sample only 
comprises staff working in publicly co-financed child care centers that may do not represent staff 
in child care centers where all parents pay the full costs. As the fees in Switzerland are the 
highest worldwide (OECD, 2014), these child care centers serve in all likelihood children with a 
higher socioeconomic background than the other centers. Therefore, the sample is even not 
representative for the child care centers in the city of Zurich. Furthermore, we recruited the 
majority of the participants in the first questionnaire-survey – and, as a result, also of the second 
questionnaire-survey – through an email to the child care center directors. This recruiting method 
may have produced a biased sample insofar as the sample represents well-managed and -staffed 
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child care centers, because, arguably, the directors in those centers may have had more resources 
to forward the questionnaire to their employees and to offer them time to complete the 
questionnaire during working hours. The finding that the assistant teachers questioned through 
the center reported more favorable working conditions and better work-related outcomes than 
their counterparts questioned in vocational college supports this assumption. Moreover, two 
additional circumstances may have increased the risk for answers biased by social desirability. 
The directors were required to take part in the survey by the authorities due to the service 
contract with the Department for Social Affairs. The directors distributed most questionnaires to 
the participants in the first survey which may have led to the feeling that the director was 
involved in the survey. As the questionnaire pertains to one’s own working situation and 
therefore one’s own existence, it is a sensitive topic. A call from a child care teacher during the 
collection substantiates this claim because she told that her director requested the employees to 
hand in the completed questionnaire and expressed her concern that the answers may not 
represent the actual situation.  
 With respect to the second sample, two major concerns arise: First, participants self-
selected into the study and thus it is likely that more participants who had stayed in the 
profession took part because they have a stronger and more positive connection with the topic. 
Second, some participants provided their work email-addresses in survey 1. Consequently, we 
were not able to reach them with the second questionnaire when they had left their job. Both 
limitations prevent from generalization as well as an approach to the percentage of actual 
turnover and retention. 
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Design and analyses 
A further limitation is the designs of the four studies that do not allow drawing causal 
conclusions and thus to distinguish between cause and effect. This shortcoming limits the 
internal validity of the studies. Moreover, the analyses in study 1 neglected the nested structure 
of the data, i.e., child care teachers nested in child care centers, what may have decreased the 
power of the test and biased the results because the assumption of independence of assessments 
hold in this type of analyses was violated (Moerbeek, 2004). The analyses in study 2, however, 
took the nested structure into account, but excluded a large percentage of the assessments – 
meaning a loss of information.  
 
Measures 
The first survey was conducted in an applied project on behalf of the Department for Social 
affairs, city of Zurich, the aim of which was to describe the working situation of the teaching 
staff. Therefore, the questionnaire comprised a wide range of scales. While many scales were 
well validated, e.g., the COPSOQ II for burnout (Pejtersen et al., 2010), the Team Climate 
Inventory for support by the team (Anderson & West, 1998), other scales, e.g., the AQUA 
questionnaire for child care teachers, were not validated, but applied specific to the child care 
workforce. Moreover, some scales were slightly adapted to the Swiss context. To ensure the 
understanding and applicability, we tested the questionnaires in a pretest. However, this 
shortcoming limits the comparability of the results. The comparability of the results of this thesis 
is further restricted by the scales chosen to measure burnout and the six worklife areas because 
the questionnaire did not include the most widely used measurement instruments. In particular, 
neither a comparative measure, nor a test of the relationships as proposed by Leiter and Maslach 
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(2004) were used for study 2. However, these included measurement instruments are of high 
relevance to the child care workforce. Moreover, study 1, 3, and 4 relied entirely on self-reports 
which heightens the risk for inflated relationships due to common method bias (Podsakoff et al., 
2012). 
8.5 Future research 
 
The results presented raise many questions that future research should address. First, the 
findings in study 1 suggest that the relationships in the JD-R model may have a gendered 
expression. Future studies should address this question by comparing women and men directly or 
by also exploring male dominated professions. Second, although anecdotal evidence from staff in 
the profession suggests high turnover rates in Swiss child care centers, valid data is lacking. 
What is needed is an estimation of turnover and retention that relies on a more objective basis 
than such administrative reports. Before addressing a phenomenon, the extent of the phenomenon 
should be known. Additionally, the collection of turnover rates should be extended to other 
regional and national contexts. The turnover rates in Germany appear to be lower than elsewhere. 
Thus, a comparison between the German and other national context may be instructive about the 
reasons for the greater retention rate in Germany.  
 In a similar vein, this thesis has highlighted that adequate staffing levels are associated 
with a broad range of work-related outcomes. Therefore, future studies should advance the 
knowledge about the effects of actual staffing levels based on more objective measures than self-
reports such as administrative reports and observational measures. The same procedure should 
also be applied with respect to the wages in the Swiss context. Study 2 and 3 have highlighted 
that pay satisfaction is highly associated with burnout levels as well as turnover intention and 
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study 4 has shown that low wages were a reason to leave. Nonetheless, these findings need to be 
extended by the actual wage level. This thesis has not investigated a number of areas that other 
studies have shown to be also relevant for the child care workforce: physical health, emotional 
demands, meaning of work, and the role of the team. Future studies including these topics would 
enhance our understanding of specific challenges and motivations of this occupational group. 
At last, future studies should delve deeper into the topic of personal reasons that motivate 
child care teachers to leave. One frequent personal reason to leave the profession was 
motherhood. Topics worth investigating in relation with fatherhood/motherhood would be how to 
organize part-times jobs to benefit the welfare of the teachers and children and whether child care 
teachers would entrust their children themselves to the institution they are working for.  
 
8.6 Conclusion 
 
 This thesis set out to answer the questions why child care teachers stay and why they 
leave. The results of the studies suggest that child care teachers primarily stay due to the 
character of the work as such (intrinsic rewards) and primarily leave due to the conditions under 
which the work takes place (lack of extrinsic rewards). On the one hand, working with children, 
the team, a pedagogical approach child care teachers identify with in conjunction with a 
professional workplace and relatively good working conditions were the reasons that caused the 
child care teachers to stay. Child care teachers appear to gain their motivation from the intrinsic 
rewards offered by the work and the people involved (children and co-workers). On the other 
hand, a lack of professionalism, inadequate staffing levels, and lack of advancement drove child 
care teachers out of the job; relatively poor working conditions and wages, a lack of 
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professionalism, inadequate staffing levels, stress and strain, and motherhood drove child care 
teachers out of the profession. Consequently, for many child care teachers, the intrinsic rewards 
are not sufficient to compensate for the lack of extrinsic rewards over time. Rather, it appears 
likely that the lack of extrinsic rewards may negatively impact the experience of intrinsic rewards 
when the workplace undermines the possibility to do the job in a way child care teachers feel 
committed to.  
International studies as well as the results of the studies presented here reveal many 
similarities in the work experience of child care teachers across countries and regions with only 
minor regional and national variations. Against the background of the diversity of the early care 
and education sector - with respect to qualifications, age of children served, policies, public 
versus private governing agencies, profit orientation of facilities etc. - this similarity in work 
experiences likely refers to the wider context of early care and education settings in industrialized 
Western societies that make child care a marginalized profession. This marginalization is 
reflected in the low pay and the relatively poor and unprofessional working environments and 
conditions compared to kindergarten/primary teachers, the high percentage of untrained workers, 
the staff shortage, the low qualification requirements, the low recognition of the work, as well as 
the relative scarce research pertaining to this occupational group. Most of these aspects are the 
direct result of the scarce funding allocated to this field. On these grounds, it appears likely that 
turnover rates of child care teachers will not drop considerably as long as this marginalization is 
maintained.  
 In Switzerland, due to historical circumstances and prevailing social attitudes, the 
majority of facilities in early care and education are privately-run. Additionally, for-profit 
companies have entered the market – also across national border – in the past years (Bossard, 
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2014; Sumsion, 2007). As child care is as a very labor intensive type of work that is not likely to 
generate profits, this development may even aggravate the present difficult situation. Moreover, 
the findings of the four studies point to the importance of professionalism, but further research is 
needed in order to establish what kind of professionalism actually serves teachers and children in 
early care and education. Therefore, the international studies and the four studies presented raise 
the question whether early care and education can be left to voluntary, private, and independent 
sector or whether it should be considered a public good that should be publicly funded to an 
adequate level.     
 
 
  
  
 
 183 
9.!Literature 
 
Ahnert, L., Pinquart, M., & Lamb, M. E. (2006). Security of children’s relationships with 
nonparental care providers: A meta-analysis. Child Development, 74(3), 664–679. doi: 10.1111/j.1467)8624.2006.00896.x 
Alarcon, G. M. (2011). A meta-analysis of burnout with job demands, resources, and attitudes. 
Journal of Vocational Behavior, 79(2), 549–562. doi:10.1016/j.jvb.2011.03.007 
Anderson, N. R., & West, M. A. (1998). Measuring climate for work group innovation!: 
development and validation of the team climate inventory Climate. Journal of 
Organizational Behavior, 19(3), 235–258. doi: 10.1002/(SICI)1099-
1379(199805)19:3<235::AID-JOB837>3.0.CO;2-C 
Andersson, E., & Gortz, M. (2010). Work pressure and day-care teacher turnover. Copenhagen. 
Retrieved from 
https://www.kora.dk/media/1275/udgivelser_2010_pdf_workpressure_and_turnover.pdf 
Avanzi, L., Fraccaroli, F., Sarchielli, G., Ullrich, J., & van Dick, R. (2013). Staying or leaving? 
A combined social identity and social exchange approach to predicting employee turnover 
intentions. International Journal of Productivity and Performance Management, 63(3), 
272–289. doi: 10.1108/IJPPM-02-2013-0028 
Bakker, A. B., & Demerouti, E. (2007). The Job Demands-Resources model: State of the art. 
Journal of Managerial Psychology, 22(3), 309–328. doi:10.1108/02683940710733115 
Bakker, A. B., Demerouti, E., de Boer, E., & Schaufeli, W. B. (2003). Job demands and job 
resources as predictors of absence duration and frequency. Journal of Vocational Behavior, 
62(2), 341–356. doi:10.1016/S0001-8791(02)00030-1 
Bakker, A. B., Demerouti, E., Taris, T. W., Schaufeli, W. B., & Schreurs, P. J. G. (2003). A 
multigroup analysis of the Job Demands-Resouces Model in four home care organizations. 
International Journal of Stress Management, 10(1), 16–38. doi:10.1037/1072-5245.10.1.16 
Bakker, A. B., Hakanen, J. J., Demerouti, E., & Xanthopoulou, D. (2007). Job resources boost 
work engagement, particularly when job demands are high. Journal of Educational 
Psychology, 99(2), 274–284. doi:10.1037/0022-0663.99.2.274 
Balfour, D. L., & Neff, D. M. (1993). Predicting and managing turnover in human service 
agencies: A case study of an organization in crisis. Public Personnel Management, 22(3), 
473–486. doi:10.1177/009102609302200310 
Barford, S. W., & Whelton, W. J. (2010). Understanding burnout in child and youth care 
workers. Child & Youth Care Forum 39(4), 271–287. doi:10.1007/s10566-010-9104-8  
Barr, D. J., Levy, R., Scheepers, C., & Tily, H. J. (2013). Random effects structure for 
confirmatory hypothesis testing: Keep it maximal. Journal of Memory and Language, 68(3), 
255–278. doi:10.1016/j.jml.2012.11.001 
Baumgartner, J. J., Carson, R. L., Apavaloaie, L., & Tsouloupas, C. (2009). Uncovering common 
stressful factors and coping strategies among childcare providers. Child & Youth Care 
Forum, 38(5), 239–251. doi:10.1007/s10566-009-9079-5 
Bear, J. B., & Glick, P. (2016). Social Psychological and Personality Science, 1–9. 
doi:10.1177/1948550616683016 
Berger, J., Niemann, D., Nolting, H.-D., Schiffhorst, G., Genz, H. O., & Kordt, M. (n.d.). Stress 
bei Erzieher/innen. Ergebnisse einer BGW-DAK-Studie über den Zusammenhang von 
Arbeitsbedingungen und Stressbelastung in ausgewählten Berufen. Retrieved from 
http://people.f3.htw-berlin.de/Professoren/Pruemper/instrumente/KFZA-BGW-DAK-
  
 
 184 
StressMonitoring_Erzieherinnen.pdf 
Bertelsmann Stiftung. (2016). Kita-Qualität steigt, aber Unterschiede zwischen den Ländern 
bleiben enorm. Gütersloh. Retrieved from http://www.bertelsmann-
stiftung.de/de/themen/aktuelle-meldungen/2016/juni/kita-qualitaet-steigt-aber-unterschiede-
zwischen-den-laendern-bleiben-enorm/ 
Bildungsdirektion Kanton Zürich. (2014). Richtlinien über die Bewilligung von Kinderkrippen 
(Krippenrichtlinien). Zürich. Retrieved from 
http://www.ajb.zh.ch/content/dam/bildungsdirektion/ajb/kinderjugendhilfe/dateien/FEB/Ric
htlichen_Bewilligunge_Kinderkrippen_1411.pdf 
Bliese, P. D. (2002). Multilevel random coefficient modeling in organizational research examples 
using SAS and S-PLUS. In F. Drasgow & N. Schmitt (Eds.), Measuring and analyzing 
behavior in organizations advances in measurement and data analysis (pp. 401–445). San 
Francisco: Jossey-Bass. 
Bliese, P. D. (2016). Multilevel modeling in R (2.6). A brief introduction to R, the multilevel 
package and the nlme package. Retrieved from https://cran.r-
project.org/doc/contrib/Bliese_Multilevel.pdf 
Bliese, P. D., & Jex, S. M. (2002). Incorporating a mulitilevel perspective into occupational 
stress research: Theoretical, methodological, and practical implications. Journal of 
Occupational Health Psychology 7(3), 265–276. doi:10.1037//1076-8998.7.3.265 
Blöchliger, O., & Bauer, G. (2014). Arbeitsbedingungen und Gesundheit des Kindertagesstätten-
Personals in der Stadt Zürich. Ein wissenschaftlicher Abschlussbericht. Unpublished report, 
Department of Psychology, University of Zurich, Zurich, Switzerland. 
Blöchliger, O. R., & Bauer, G. F. (2016). Demands and job resources in the child care workforce: 
Swiss lead teachers and assistant teacher assessments. Journal for Early Education and 
Development, 27(7), 1040–1059. doi:10.1080/10409289.2016.1154419 
Bloom, P. J. (1988). Closing the gap: An analysis of teacher and administrator perceptions of 
organizational climate in the early childhood setting. Teaching & Teacher Education, 4(2), 
111–120. doi:10.1016/0742-051X(88)90012-1 
Boller, K., Paulsell, D., Grosso, P. Del, Blair, R., Lundquist, E., Kassow, D. Z., … Raikes, A. 
(2015). Impacts of a child care quality rating and improvement system on child care quality. 
Early Childhood Research Quarterly, 30(Part B), 306–315. doi: 
10.1016/j.ecresq.2014.10.001 
Bond, F. W., Flaxman, P. E., & Loivette, S. (2006). A business case for the management 
standards for stress. London. Retrieved from 
http://www.hse.gov.uk/research/rrpdf/rr431.pdf 
Borritz, M. (2006). Burnout in human service work - causes and consequences. National Institute 
of Occupational Health, Denmark. Retrieved from 
http://www.arbejdsmiljoforskning.dk/upload/mb-phd.pdf 
Borritz, M., Rugulies, R., Bjorner, J. B., Villadsen, E., Mikkelsen, O. a, & Kristensen, T. S. 
(2006). Burnout among employees in human service work: Design and baseline findings of 
the PUMA study. Scandinavian Journal of Public Health, 34(1), 49–58. doi: 
10.1080/14034940510032275 
Bossard, T. (2014, October 6). Business Kinderirppe. SRF News. Retrieved from 
http://www.srf.ch/news/wirtschaft/business-kinderkrippe 
Bothma, C. F. C., & Roodt, G. (2013). The validation of the turnover intention scale. SA Journal 
of Human Resources Management, 11(1), 1–12. doi:10.4102/sajhrm.v11i1.507  
  
 
 185 
Bovolenta, M. (2013). Niedriglöhne in Frauenberufen: zum Beispiel in der Kinderbetreuung - 
13.6.2013. Lausanne. Retrieved from 
http://www.sgb.ch/fileadmin/user_upload/Dokumente/Medienkonferenzen/130613_Bovolen
ta_Redetext.pdf 
Bowling, N. A., Alarcon, G. M., Bragg, C. B., & Hartman, M. J. (2015). A meta-analytic 
examination of the potential correlates and consequences of workload. Work & Stress, 
29(2), 95–113. doi:10.1080/02678373.2015.1033037 
Bridges, M., Fuller, B., Huang, D. S., & Hamre, B. K. (2011). Strengthening the early childhood 
workforce: How wage incentives may boost training and job stability. Journal for Early 
Education and Development, 22(6), 1009–1029. doi:10.1080/10409289.2010.514537 
Bright, K. A., & Calabro, K. (1999). Child care workers and workplace hazards in the United 
States: Overview of research and implications for occupational health professionals. 
Occupational Medicine, 49(7), 427–37. Retrieved from 
http://www.ncbi.nlm.nih.gov/pubmed/10665144 
Bullough, R. V., Hall-Kenyon, K. M., & MacKay, K. L. (2012). Head Start teacher well-being: 
Implications for policy and practice. Early Childhood Education Journal, 40(6), 323–331. 
doi:10.1007/s10643-012-0535-8 
Bundesamt für Berufsbildung und Technologie. (2005). Verordnung über die berufliche 
Grundbildung Fachfrau Betreuung/Fachmann Betreuung. Retrieved from 
http://savoirsocial.ch/dokumente/pdf5.pdf 
Bundesamt für Sozialversicherungen. (2013). Finanzhilfen für familienergänzende 
Kinderbetreuung: Bilanz nach zehn Jahren (Stand 1 . Februar 2013). Retrieved from 
https://www.bsv.admin.ch/bsv/de/home/finanzhilfen/kinderbetreuung.html 
Bundesamt für Sozialversicherungen. (2017). Finanzhilfen für familienergänzende 
Kinderbetreuung: Bilanz nach zehn Jahren (Stand 1 . Februar 2017). Retrieved from 
http://www.bsv.admin.ch/praxis/kinderbetreuung/01153/index.html 
Burchinal, M., Vernon-Feagans, L., Vitiello, V., & Greenberg, M. (2014). Early childhood 
research quarterly thresholds in the association between child care quality and child 
outcomes in rural preschool children. Early Childhood Research Quarterly, 29(1), 41–51. 
doi:10.1016/j.ecresq.2013.09.004 
Burke, R. J., Ng, E. S. W., & Wolpin, J. (2015). Economic austerity and healthcare restructuring: 
Correlates and consequences of nursing job insecurity. The International Journal of Human 
Resource Management, 26(5), 640–656. doi:10.1080/09585192.2014.921634 
Campbell-Barr, V. (2009). Care and business orientations in the delivery of childcare: An 
exploratory study. Journal of Early Childhood Research, 7(1), 76–93. doi: 
10.1177/1476718X08098355 
Caplan, R. D., & Harrison, R. (1993). Person-environment fit theory: Some history, recent 
developments, and future directions. Journal of Social Issues, 49(4), 253–275. 
doi:10.1111/j.1540-4560.1993.tb01192.x 
Carter, R. L. (2006). Solutions for missing data in structural equation modeling. Research & 
Practice in Assessment, 1(1), 1–6. 
Castro, S. L. (2002). Data analytic methods for the analysis of multilevel questions: A 
comparison of intraclass correlation coefficients, rwg (j), hierarchical linear modeling, 
within-and between-analysis, and random group resampling. The Leadership Quarterly, 
13(1), 69–93. doi:10.1016/s1048-9843(01)00105-9 
Cech, E. A. (2013). The self-expressive edge of occupational sex segregation. American Journal 
  
 
 186 
of Sociology, 119(3), 747–789. doi:10.1086/673969 
Center for the Childcare Workforce. (2004). Current data on the salaries and benefits of the U.S. 
early childhood eudcation workforce. Washington D.C. Retrieved from 
http://www.aft.org/sites/default/files/2004compendium.pdf 
Consiglio, C., Borgogni, L., Alessandri, G., & Schaufeli, W. (2013). Does self-efficacy matter 
for burnout and sickness absenteeism? The mediating role of demands and resources at the 
individual and team levels. Work & Stress, 27(1), 22–42. 
doi:10.1080/02678373.2013.769325 
Correll, S. J. (2004). Constraints to preferences: Genders, status, and emerging career asirations. 
American Sociological Review, 69, 93–113. doi: 10.1177/000312240406900106 
Curbow, B., Spratt, K., Ungaretti, A., McDonnell, K., & Breckler, S. (2000). Development of the 
child care worker job stress inventory. Early Childhood Research Quarterly, 15(4), 515–
536. doi:10.1016/S0885-2006(01)00068-0 
Curby, T. W., Boyer, C., Edwards, T., & Chavez, C. (2012). Assistant teachers in Head Start 
classrooms: Comparing to and working with lead teachers. Early Education & 
Development, 23(5), 640–653. doi:10.1080/10409289.2011.607361 
Deery-Schmitt, D., & Todd, C. M. (1995). A conceptual model for studying turnover among 
family child care providers. Early Childhood Research Quarterly, 10(1), 121–143. 
doi:10.1016/0885-2006(95)90029-2 
Demerouti, E., Bakker, A. B., Nachreiner, F., & Schaufeli, W. (2001). The Job Demands-
Resources Model of burnout. Journal of Applied Psychology, 86(3), 499–512. 
doi:10.1037/0021-9010.86.3.499 
Derungs, R. (2009). Childcare Service Schweiz – eine Trägerschaft im Spannungsfeld zwischen 
Childcare und Service und Schweiz. In Schweizerische Akademie der Geistes- und 
Sozialwissenschaften (Ed.), Familienergänzende Betreuung, Erziehung und Bildung von 
Kindern - ein Generationenprojekt in privater und staatlicher Verantwortung (pp. 57–65). 
Bern. 
Ducharme, L. J., Knudsen, H. K., & Roman, P. M. (2016). Emotional exhaustion and turnover 
intention in human service occupations: The protective role of coworker support. 
Sociological Spectrum, 28(1), 81–104. doi:10.1080/02732170701675268 
Edwards, J. R. (1998). Person-Environment Fit theory: Conceptual foundations, empirical 
evidence, and directons for future research. In C. L. Cooper (Ed.), Theories of 
organizational stress (pp. 28–67). Oxford: Oxford University Press. 
England, P. (2005). Emerging theories of care work. Annual Review of Sociology, 31(1), 381–
399. doi:10.1146/annurev.soc.31.041304.122317 
Erziehungsdirektoren-Konferenz, D. (2014). Lohndatenerhebung der Lehrkräfte Auswertung 
2014. Luzern. Retrieved from https://www.d-edk.ch/lohndatenerhebung 
European Commission/EACEA/Eurydice/Eurostat. (2014). Key data on early childhood 
education and care in Europe. 2014 edition. Eurydice and Eurostat Report. Luxembourg: 
Publications Office of the European Union. Retrieved from 
http://ec.europa.eu/eurostat/web/products-statistical-books/-/EC-01-14-484 
Evermann, J. (2010). Multiple-group analysis using the sem package in the R system. Structural 
Equation Modeling: A Multidisciplinary Journal, 17(4), 677–702. 
doi:10.1080/10705511.2010.510070 
Federas. (2012). Lohnerhebung Kindertagesstätten 2012. Retrieved from https://www.stadt-
zuerich.ch/sd/de/index/kinderbetreuung/publikationen/lohnerhebung.html 
  
 
 187 
Federas. (2015). Sozialdepartement der Stadt Zürich: Lohnerhebung Kindertagesstätten 2014. 
Zürich. Retrieved from https://www.stadt-
zuerich.ch/sd/de/index/familien_kinder_jugendliche/kinderbetreuung/publikationen/lohnerh
ebung.html 
Federici, S. (2014). Caliban und die Hexe. Frauen, der Körper und die ursprüngliche 
Akkumulation. Wien: Mandelbaum Kritik & Utopie.  
Fenech, M., Waniganayake, M., & Fleet, A. (2009). More than a shortage of early childhood 
teachers: Lbeyond the recruitment of university qualified teachers to promote quality early 
childhood education and care. Asia-Pacific Journal of Teacher Education, 37(2), 199–213. 
doi:10.1080/13598660902804022 
Flitner, C. (2009). Perspektiven in der familienergänzenden Kinderbetreuung. In Denknetz (Ed.), 
Denknetz - Jahrbuch 2009 (pp. 181–189). Fulda: Fuldaer Verlagsanstalt. 
Fox, J., Nie, Z., Byrnes, J., Culbertson, M., DebRoy, S., Friendly, M., … R-Core. (2016). 
Package “sem”. Retrieved from https://cran.r-project.org/web/packages/sem/sem.pdf 
Freudenberger, H. J. (1974). Staff burn-out. Journal of Social Issues, 30(1), 159–165. doi: 
10.1111/j.1540-4560.1974.tb00706.x 
Fuchs-Rechlin, K. (2010). Die berufliche , familiäre und ökonomische Situation von 
Erzieherinnen und Kinderpflegerinnen. Frankfurt am Main: Gewerkschaft Erziehung und 
Wissenschaft. 
Fuchs, T., & Trischler, F. (2009). Wie Erzieherinnen ihre Arbeitsbedingungen beurteilen: 
Arbeitsqualität aus Sicht von Erzieherinnen und Erziehern. Retrieved from 
https://www.yumpu.com/de/document/view/5385695/arbeitsqualitat-aus-sicht-von-
erzieherinnen-und-erziehern-gew 
Gable, S., Rothrauff, T. C., Thornburg, K. R., & Mauzy, D. (2007). Cash incentives and turnover 
in center-based child care staff. Early Childhood Research Quarterly, 22(3), 363–378. 
doi:10.1016/j.ecresq.2007.06.002 
Gambaro, L. (2012). Why are childcare workers low paid!? An analysis of pay in the UK 
childcare sector, 1994-2008. (Unpublished doctoral thesis). The London School of 
Economics and Political Science, London. 
Goelman, H., Forer, B., Kershaw, P., Doherty, G., Lero, D., & LaGrange, A. (2006). Towards a 
predictive model of quality in Canadian child care centers. Early Childhood Research 
Quarterly, 21(3), 280–295. doi:10.1016/j.ecresq.2006.07.005 
Goelman, H., & Guo, H. (1998). What we know and what we don’t know about burnout among 
early childhood care providers. Child & Youth Care Forum, 27(3), 175–199. 
doi:10.1007/BF02589564 
González-Morales, M. G., Peiró, J. M., Rodríguez, I., & Bliese, P. D. (2012). Perceived 
collective burnout: A multilevel explanation of burnout. Anxiety, Stress & Coping, 25(1), 
43–61. doi:10.1080/10615806.2010.542808 
Gørtz, M., & Andersson, E. (2013). Child-to-teacher ratio and day care teacher sickness 
absenteeism. Health Economics, 23(12), 1430–1442. doi:10.1002/hec.2994 
Goštautaitė, B., & Bučiūnienė, I. (2010). Integrating job characteristics model into the person-
environment fit framework. Economics & Management, 505–512. 
Gratz, R. R., & Claffey, A. (1996). Adult health in child care: Health status, behaviors, and 
concerns of teachers, directors, and family child care providers. Early Childhood Research 
Quarterly, 11(2), 243–267. doi:10.1016/S0885-2006(96)90008-3 
Grob-Menges, U. (2009). 100 Jahre Kinderbetreuung – und stets am Anfang. In Schweizerische 
  
 
 188 
Akademie der Geistes- und Sozialwissenschaften (Ed.), Familienergänzende Betreuung, 
Erziehung und Bildung von Kindern - ein Generationenprojekt in privater und staatlicher 
Verantwortung (pp. 75–82). Bern.  
Hackl, M., Geserick, C., Hannes, C., & Kapella, O. (2015). Besonderheiten und 
Herausforderungen des Arbeitalltags in Kindergarten und Kinderkrippe. Wien. Retrieved 
from https://emedien.arbeiterkammer.at/viewer/image/AC13253630/1/ 
Halbesleben, J. R. B., & Leon, M. R. (2014). Multilevel models of burnout. Separating group 
level and individual level effects in burnout research. In M. P. Leiter, A. B. Bakker, & C. 
Maslach (Eds.), Burnout at Work: A psychological perspective (pp. 122–143). New York 
and East Sussex: Psychology Press. 
Hale-Jinks, C., Knopf, H., & Kemple, K. (2006). Tackling teacher turnover in child care. 
Childhood Education, 82(4), 219–226. doi:10.1080/00094056.2006.10522826 
Hall-Kenyon, K. M., Bullough, R. V., MacKay, K. L., & Marshall, E. E. (2014). Preschool 
teacher well-being: A review of the literature. Early Childhood Education Journal, 42(3), 
153–162. doi:10.1007/s10643-013-0595-4 
Haug-Schnabel, G., Bensel, J., von Stetten, S., Weber, S., & Schnabel, N. (2008). Flexible 
Betreuung von Unterdreijährigen im Kontext von Geborgenheit, Kontinuität und 
Zugehörigkeit. Kandern. Retrieved from 
http://www.lvr.de/media/wwwlvrde/jugend/service/dokumentationen/dokumente_95/kinder
_und_familie/20080508/flexible_betreuung_u3.pdf 
Health and Safety Executive. (2017). HSE management standards indicator tool. Retrieved from 
http://www.hse.gov.uk/stress/standards/pdfs/indicatortool.pdf 
Helburn, S. W. (1995). Cost, quality and child outcomes in child care centers. Technical report. 
Denver, Co: Department of Economics, Center for the Research in Economic and Social 
Policy, University of Colorado. 
Hestenes, L. L., Kintner-Duffy, V., Wang, Y. C., La Paro, K., Mims, S. U., Crosby, D., … 
Cassidy, D. J. (2014). Comparisons among quality measures in child care settings: 
Understanding the use of multiple measures in North Carolina’s QRIS and their links to 
social-emotional development in preschool children. Early Childhood Research Quarterly, 
30(Part B), 199–214. doi:10.1016/j.ecresq.2014.06.003 
Hildebrand, J., & Seefeldt, C. (1986). Teacher burnout and environmental quality in child care 
centers. Child Care Quarterly, 15(2), 90–97. doi:10.1007/BF01121153 
Hoonakker, P., Carayon, P., & Korunka, C. (2013). Using the Job-Demands-Resources model to 
predict turnover in the information technology workforce – General effects and gender. 
Horizons of Psychology, 22, 51–65. doi:10.20419/2013.22.373 
Hossain, Z., Noll, E., & Barboza, M. (2012). Caregiving involvement, job condition, and job 
satisfaction of infant-toddler child-care teachers in the United States. Education Research 
International. doi:10.1155/2012/676352 
Hu, L., & Bentler, P. M. (1999). Cutoff criteria for fit indexes in covariance structure analysis: 
Conventional criteria versus new alternatives. Structural Equation Modeling: A 
Multidisciplinary Journal, 6(1), 1–55. doi:10.1080/10705519909540118 
Huntsman, L. (2008). Determinants of quality in child care: A review of the research evidence. 
Ashfield. Retrieved from 
http://www.community.nsw.gov.au/__data/assets/pdf_file/0020/321617/research_qualitychi
ldcare.pdf 
  
 
 189 
Institute of Medicine (IOM), & National Research Council (NRC). (2015). Transforming the 
Workforce for Children Birth Through Age 8: A Unifying Foundation. Washington, DC: 
The National Academies Press. Retrieved from 
http://www.nationalacademies.org/hmd/Reports/2015/Birth-To-Eight.aspx 
Istituto di Microeconomia e Economia Pubblica (MecoP), & INFRAS (2006). Vereinbarkeit von 
Beruf und Familie Nr. 3. Familienergänzende Kinderbetreuung und Erwerbsverhalten von 
Haushalten mit Kindern. Retrieved from 
https://www.seco.admin.ch/seco/de/home/Publikationen_Dienstleistungen/Publikationen_un
d_Formulare/Arbeit/Arbeitsmarkt/Informationen_Arbeitsmarktforschung/familienergaenzen
de-kinderbetreuung-und-erwerbsverhalten-von-hau.html 
James, L. R., Demaree, R.G., & Wolf, G. (1993). rwg: An assessment of within-group interrater 
agreeement. Journal of Applied Psychology, 78(2), 306–309. doi:10.1037/0021-
9010.78.2.306 
Johnson, R. B., & Onwuegbuzie, A. J. (2004). Mixed methods research: A research paradigm 
whose time has come. Educational Researcher, 33(7), 14–26. doi: 
10.3102/0013189X033007014 
Johnsrud, L. K., & Rosser, V. J. (2002). Faculty members’ morale and their intention to leave: A 
multilevel explanation. The Journal of Higher Education, 73(4), 518–542. 
doi:10.1353/jhe.2002.0039 
Jorde-Bloom, P. (1986). Teacher job satisfaction: A framework for analysis. Early Childhood 
Research Quarterly, 1(2), 167–183. doi:10.1016/0885-2006(86)90027-X 
Jorde-Bloom, P. (1988). Factors influencing overall job satisfaction and organizational 
commitment in early childhood work environments. Journal of Research in Childhood 
Education, 3(2), 107–122. doi:10.1080/02568548809594933 
Jungbauer, J., & Ehlen, S. (2015). Stressbelastungen und Burnout-Risiko bei Erzieherinnen in 
Kindertagesstätten: Ergebnisse einer Fragebogenstudie. Gesundheitswesen, 77(6), 418–423. 
Karasek, R. A. (1979). Job demands, job decision latitude, and mental strain: Implications for job 
redesign. Administrative Science Quarterly, 24(2), 285–308. doi:10.2307/2392498 
Khan, A. (2009). Berufliche Belastungsfaktoren in Kitas - Aktueller Erkenntnisstand zur 
Gesundheit der Erzieherinnen. Dresden: Medizinische Fakultät der TU Dresden, Institut 
und Poliklinik für Arbeits- und Sozialmedizin.  
Kim, H., & Lee, S. Y. (2009). Supervisory communication, burnout, and turnover intention 
among social workers in health care settings. Social Work in Health Care, 48(4), 364–385. 
doi: 10.1080/00981380802598499 
Kliche, T. (2011). Determinanten der Arbeitszufriedenheit und die Breitenwirksamkeit 
Betrieblicher Gesundheitsförderung in Kitas. Lengerich, Deutschland: Pabst Science.  
Koch, P., Stranzinger, J., Nienhaus, A., & Kozak, A. (2015). Musculoskeletal symptoms and risk 
of burnout in child care workers — A cross-sectional study. Plos One, 10(10), 1–14. 
doi:10.1371/ journal.pone.0140980 
Kontos, S., & Stremmel, A. J. (1988). Caregivers’ perceptions of working condifions in a child 
care environment. Early Childhood Research Quarterly, 3(1), 77–90. 
Korunka, C., Kubicek, B., Schaufeli, W. B., & Hoonakker, P. (2009). Work engagement and 
burnout: Testing the robustness of the Job Demands-Resources model. The Journal of 
Positive Psychology, 4(3), 243–255. doi:10.1080/17439760902879976 
Kristensen, T. S., Borritz, M., Villadsen, E., & Christensen, K. B. (2005). The Copenhagen 
Burnout Inventory: A new tool for the assessment of burnout. Work & Stress, 19(3), 192–
  
 
 190 
207. doi:10.1080/02678370500297720 
Kristof-Brown, A. L. (2007). Person-Job fit. In S. G. Rogelberg (Ed.), Encyclopedia of industrial 
and organizational psychology (pp. 619–620). Thousand Oaks: SAGE Publications.  
Kucera, K. M., & Bauer, T. (2000). Volkswirtschaftlicher Nutzen von Kindertagesstätten. Bern. 
Retrieved from http://www.buerobass.ch/studienPopup_d.php?projektId=79 
Kusma, B., Groneberg, D. A., Nienhaus, A., & Mache, S. (2012). Determinants of day care 
teachers’ job satisfaction. Central European Journal of Public Health, 20(3), 191–198. 
Kusma, B., Mache, S., Quarcoo, D., Nienhaus, A., & Groneberg, D. a. (2011). Educators’ 
working conditions in a day care centre on ownership of a non-profit organization. Journal 
of Occupational Medicine and Toxicology, 6(36), 1–7. doi:10.1186/1745-6673-6-36 
Lange, J. (2017). Leitung von Kindertageseinrichtungen. Eine Bestandsaufnahme von 
Leitungskräften und Leitungsstrukturen in Deutschland. Gütersloh. Retrieved from 
http://www.weiterbildungsinitiative.de/uploads/media/WiFF_Expertise_39_Leitung_in_Kit
as.pdf 
Laschinger, H., Grau, A., Finegan, J., & Wilk, P. (2012). Predictors of new graduate nurses’ 
workplace well-being: Testing the job demands-resources model. Health Care Management 
Review, 37(2), 178–186. doi:10.1097/ HMR.0b013e31822aa456 
Layzer, J. I., & Goodson, B. D. (2006). The “quality” of early care and education settings. 
Evaluation Review, 30(5), 556–576. doi:10.1177/0193841X06291524 
Leineweber, C., Westerlund, H., Chungkham, H. S., Lindqvist, R., Runesdotter, S., & Tishelman, 
C. (2014). Nurses’ practice environment and work-family conflict in relation to burn out: A 
multilevel modelling approach. PLoS ONE 9(5). doi:10.1371/journal.pone.0096991 
Leiter, M. P., Bakker, A. B., & Maslach, C. (2014). The contemporary context of job burnout. In 
M. P. Leiter, A. B. Bakker, & C. Maslach (Eds.), Burnout at work: A psychological 
perspective (1–9). Hove, Sussex: Psychology Press. 
Leiter, M. P., & Maslach, C. (2002). The Areas of Worklife scale manual. Wolfville, NS, Canada: 
Centre for Organizational Research & Development. 
Leiter, M. P., & Maslach, C. (2004). Areas of Worklife: A structured approach to organizational 
predictors of job burnout. Emotional and Physiological Processes and Positive Intervention 
Strategies, 3, 91–134. doi:10.1016/S1479-3555(03)03003-8 
Leiter, M. P., & Maslach, C. (2009). Nurse turnover: the mediating role of burnout. Journal of 
Nursing Management, 17(3), 331–339. doi:10.1111/j.1365-2834.2009.01004.x 
Lewin, K. (1935). A dynamic theory of personality. New York and London: Mac Graw-Hill. 
Li, B., Bruyneel, L., Sermeus, W., Van den Heede, K., Matawie, K., Aiken, L., & Lesaffre, E. 
(2013). Group-level impact of work environment dimensions on burnout experiences among 
nurses: A multivariate multilevel probit model. International Journal of Nursing Studies, 
50(2), 281–291. doi:10.1016/j.ijnurstu.2012.07.001 
Llorens, S., Bakker, A. B., Schaufeli, W. B., & Salanova, M. (2007). Testing the robustness of 
the Job Demands-Resources model. International Journal of Stress Management, 13(3), 
378–391. doi:10.1037/1072-5245.14.2.224 
Locke, E. A. (1969). What is job satisfaction? Organizational Behavior and Human 
Performance, 4, 309–336. 
Love, J. M., Harrison, L., Sagi-Schwartz, A., van IJzendoorn, M. H., Ross, C., Ungerer, J. A., … 
Chazan-Cohen, R. (2003). Child care quality matters: How conclusions may vary with 
context. Child Development, 74(4), 1021–1033. doi:10.1111/1467-8624.00584 
Løvgren, M. (2016). Emotional exhaustion in day-care workers. European Early Childhood 
  
 
 191 
Education Research Journal, 24(1), 157–167. doi:10.1080/1350293X.2015.1120525 
Lower, J. K., & Cassidy, D. J. (2007). Child care work environments: The relationship with 
learning environments. Journal of Research in Childhood Education 22(2), 189–204. 
doi:10.1080/02568540709594621 
Luthans, F., & Youssef, C. M. (2007). Emerging positive organizational behavior. Journal of 
Management, 33(3), 321–349. doi:10.1177/0149206307300814 
Machmutow, K., Schöllhorn, A., Simoni, H., Perren, S., & Meierhofer, M. (2013). 
Teilzeitbetreuung in Schweizer Kindertageseinrichtungen. Schlussbericht. Retrieved from 
https://www.stadt-
zuerich.ch/sd/de/index/kinderbetreuung/publikationen/Teilzeitbetreuung_in_Kitas.html 
Manlove, E. E. (1993). Multiple correlates of burnout in child care workers. Early Childhood 
Research Quarterly, 8(4), 499–518. doi:10.1016/S0885-2006(05)80082-1 
Manlove, E. E. (1994). Conflict and ambiguity over work roles: The impact on child care worker 
burnout. Early Education and Development, 5(1), 41–55. doi:10.1207/s15566935eed0501_4 
Manlove, E. E., & Guzell, J. R. (1997). Intention to leave, anticipated reasons for leaving, and 
12-month turnover of child care center staff. Early Childhood Research Quarterly, 12(2), 
145–167. doi:10.1016/S0885-2006(97)90010-7 
Maslach, C. (1976). Burned-out. Human Behavior, 9(5), 16–22. 
Maslach, C., & Jackson, S. E. (1981). The measurement of experienced burnout*. Journal of 
Occupational Behaviour, 2(2), 99–113. 
Maslach, C., & Leiter, M. P. (1997). The truth about burnout. San Francisco: Jossey-Bass. 
Maslach, C., & Pines, A. (1977). The burn-out syndrome in the day care setting. Child Care 
Quarterly, 6(2), 100–113. doi:10.1007/BF01554696 
Maslach, C., Schaufeli, W. B., & Leiter, M. P. (2001). Job Burnout. Annual Review of 
Psychology, 52, 397–422. doi:10.1146/annurev.psych.52.1.397 
Mauceri, S. (2016). Integrating quality into quantity: Survey research in the era of mixed 
methods. Quality and Quantity, 50(3), 1213–1231. doi:10.1007/s11135-015-0199-8 
Mauz, E., Schumann, M., Viernickel, S., & Voss, A. (2013). Macht die Kita krank? 
Sicherheitsbeauftragter. Retrieved from 
http://www.sicherheitsbeauftragter.de/fachartikel/artikel/?aid=1093 
Mayring, P. (2010). Qualitative Inhaltsanalyse. Grundlage und Techniken. (11th ed.). Weinheim, 
Basel: Beltz Verlag. 
Mayring, P. (2015). Qualitative content analysis: Theoretical background and procedures. In A. 
Bikner-Ahsbahs, C. Knipping, & N. Presmeg (Eds.), Approaches to Qualitative Research in 
Mathematics Education (pp. 365–380). Dordrecht: Springer. 
Miller, L., Dalli, C., & Urban, M. (2012). Early childhood grows up: Towards a critical ecology 
of the profession. Dordrecht: Springer. 
Moerbeek, M. (2004). The consequences of ignoring a level of nesting in multilevel analysis. 
Multivariate Behavioral Research, 39(1), 129–149. doi:10.1207/ s15327906mbr3901_5 
Mor Barak, M. E., Levin, A., Nissly, J. a., & Lane, C. J. (2006). Why do they leave? Modeling 
child welfare workers’ turnover intentions. Children and Youth Services Review, 28(5), 
548–577. doi:10.1016/j.childyouth.2005.06.003 
Morris, J. R., & Helburn, S. W. (2000). Child care center quality differences: The role of profit 
status, client preferences, and trust. Nonprofit and Voluntary Sector Quarterly, 29(3), 377–
399. doi:10.1177/0899764000293002 
Mullis, A., Cornille, T., Mullis, R., & Taliano, K. (2003). Childcare center directors’ perceptions 
  
 
 192 
of their work environments: A comparison of for-profit and non-profit programs. Early 
Child Development and Care, 173(5), 545–556. doi:10.1080/0300443032000086890 
National Institute of Child Health and Human Development (NICHD) Early Child Care Research 
Network. (2002). Child-care structure -> process -> outcome: Direct and indirect effects of 
child-care quality on young children’s development. Psychological Science, 13(3), 199–206. 
doi:10.1111/1467-9280.00438 
National Research Council and Institute of Medicine (2000). From neurons to neighborhoods: 
The science of early childhood development. Committee on Integrating the Science of Early 
Childhood Development. Jack P. Shonkoff and Deborah A. Phillips (Eds.), Board on 
Children, Youth, and Families, Commission on Behavioral and Social Sciences and 
Education. Washington, D.C.: National Academy Press. 
Naumann, T. M. (2015). Ökonomisierungsdruck? Eine andere Pädagogik ist möglich. In I. 
Seifert-Karb (Ed.), Frühe Kindheit unter Optimierungsdruck (pp. 133–142). Giessen: 
Psychosozial-Verlag. 
Netzwerk Kinderbetreuung, & Verband Kinderbetreuung Schweiz (Kibesuisse). (2015). 
Kinderbetreuung in der Schweiz. Retrieved from 
http://www.kibesuisse.ch/fileadmin/Dateiablage/kibesuisse_Publikationen_Deutsch/150501
1_Factsheet_Kinderbetreuung_CH.pdf 
Organisation for Economic Co-operation and Development (OECD). (2006). Starting Strong II. 
Early Childhood Education and Care. 2006. Paris. Retrieved from 
http://www.oecd.org/edu/school/startingstrongiiearlychildhoodeducationandcare.htm 
Organisation for Economic Co-operation and Development (OECD). (2010). PF4.2: Quality of  
childcare and early education services. Retrieved from 
www.oecd.org/els/social/family/database 
Organisation for Economic Co-operation and Development (OECD). (2014). PF3.4: Childcare 
support. Retrieved from 
https://www.oecd.org/els/soc/PF_3_4_Childcare_support_May2014.pdf 
Organisation for Economic Co-operation and Development (OECD). (2016). PF3.1 Public 
spending on childcare and early education. Retrieved from 
http://www.oecd.org/els/soc/PF3_1_Public_spending_on_childcare_and_early_education.pd
f 
Organisation for Economic Co-operation and Development (OECD). (n.d.). Encouraging quality 
in early childhood education and care (ECEC). Research brief: Working conditions matter. 
Retrieved from http://www.oecd.org/education/school/49322250.pdf 
Park, S., & Lake, E. T. (2005). Multilevel modeling of a clustered continous outcome: Nurses’ 
work hours and burnout. Nursing Research, 54(6), 406–413. doi:0.1126/scisignal.2001449. 
Parsons, F. (1909). Choosing a vocation. Boston, MA: Houghton Mifflin. 
Pejtersen, J. H., Kristensen, T. S., Borg, V., & Bjorner, J. B. (2010). The second version of the 
Copenhagen Psychosocial Questionnaire. Scandinavian Journal of Public Health, 38(3 
Suppl), 8–24. doi:10.1177/1403494809349858 
Pines, A., & Aronson, E. (1988). Career Burnout: Causes and cures. New York: The Free Press. 
Phillipsen, L. C., Burchinal, M. R., Howes, C., & Cryer, D. (1997). The prediction of process 
quality from structural features of child care. Early Childhood Research Quarterly, 12(3), 
281–303. doi:0.1016/S0885-2006(97)90004-1 
Pinheiro, J., Bates, D., DebRoy, S., Sarkar, D., EISPACK, Heisterkampf, S., … R-core. (2016). 
Package “nlme”. Retrieved from https://cran.r-project.org/web/packages/nlme/nlme.pdf 
  
 
 193 
Podsakoff, N. P., LePine, J. A., & LePine, M. A. (2007). Differential challenge stressor-
hindrance stressor relationships with job attitudes, turnover intentions, turnover, and 
withdrawal behavior: A meta-analysis. The Journal of Applied Psychology, 92(2), 438–454. 
doi:10.1037/0021-9010.92.2.438 
Podsakoff, P. M., MacKenzie, S. B., & Podsakoff, N. P. (2012). Sources of method bias in social 
science research and recommendations on how to control it. Annual Review of Psychology, 
63(1), 539–69. doi:10.1146/annurev-psych-120710-100452 
Porter, N. (2012). [USA] High turnover among early childhood educators in the United States. 
Washington D.C. Retrieved from http://www.childresearch.net/projects/ecec/usa.html 
Portoghese, I., Galletta, M., Coppola, R. C., Finco, G., & Campagna, M. (2014). Burnout and 
workload among health care workers: The moderating role of job control. Safety and Health 
at Work 5, 152–157. doi:10.1016/j.shaw.2014.05.004 
Raikes, H. (1993). Time with a high-ability teacher and infant-teacher attachment. Early 
Childhood Research Quarterly, 8(3), 309–325. doi: 10.1016/S0885-2006(05)80070-5 
Raudenbush, S.W., & Bryk, A.S. (2002). Hierarchial linear models: Applications and data 
analysis methods (2nd ed.). Newbury Park, CA: Sage. 
Rentzou, K. (2012). Examination of work environment factors relating to burnout syndrome of 
early childhood educators in Greece. Child Care in Pratice, 18(2), 165–181. 
doi:10.1080/13575279.2012.657609 
Reskin, B. F. (1988). Brining the men back in: Sex differentiation and the devalution of women’s 
work. Gender & Society, 2(1), 58–81. 
Rosseel, Y. (2016). The lavaan tutorial. Ghent. Retrieved from 
http://lavaan.ugent.be/tutorial/tutorial.pdf 
Royer, N., & Moreau, C. (2015). A survey of Canadian early childhood educators’ psychological 
wellbeing at work. Early Childhood Education Journal, 44(2), 135–146. 
doi:10.1007/s10643-015-0696-3 
Rudow. (2004). Hohe psychische Belastungen. Bildung & Wissenschaft, 6–13. 
Schaufeli, W. B., & Bakker, A. B. (2004). Job demands, job resources, and their relationship 
with burnout and engagement: A multi-sample study. Journal of Organizational Behavior, 
25(3), 293–315. doi:10.1002/job.248 
Schaufeli, W. B., & Greenglass, E. R. (2001). Introduction to special issue on burnout and health. 
Psychology & Health, 16(5), 501–510. doi:10.1080/08870440108405523 
Schaufeli, W. B., & Taris, T. W. (2014). A critical review of the Job Demands-Resources Model: 
Implications for improving work and health. In G. F. Bauer & O. Hämmig (Eds.), Bridging 
Occupational, Organizational and Public Health (pp. 43–68). Dordrecht: Springer. 
Schneider, B., White, S.S., & Paul, M. C. (1998). Linking service climate and customer 
perceptions of service quality: Test of a causal model. Journal of Applied Psychology 83(2), 
150–163. doi:10.1037/0021-9010.83.2.150 
Schreyer, I., Brandl, M., & Krause, M. (2012a). AQUA Fragebogen für Kita-Mitarbeiter/innen. 
Retrieved from http://www.aqua-studie.de/Dokumente/Fragebogen_Mitarbeiter.pdf 
Schreyer, I., Brandl, M., & Krause, M. (2012b). AQUA-Fragebogen für Kita-Leitungen. 
Retrieved from http://www.aqua-studie.de/Dokumente/Fragebogen_Leitung.pdf 
Schreyer, I., & Krause, M. (2016). Pedagogical staff in children’s day care centres in Germany – 
links between working conditions, job satisfaction, commitment and work-related stress. 
Early Years, 36(2), 132–147. doi:10.1080/09575146.2015.1115390 
Schreyer, I., Krause, M., Brandl, M., & Nicko, O. (2014). AQUA - Arbeitsplatz und Qualität in 
  
 
 194 
Kitas Ergebnisse einer bundesweiten Befragung. München. Retrieved from 
http://www.aqua-studie.de/Dokumente/AQUA_Endbericht.pdf 
Schulthess, N. (2009). Aufgaben- und Anforderungsprofil für Kita-Leitungen. Fachhochschule 
Nordwestschweiz - Hochschule für Wirtschaft. (Unpublished bachelor's thesis) Retrieved 
from http://www.fhnw.ch/wirtschaft/dienstleistung/studierendenprojekte/olten/bisherige-
projekte/bachelor-thesis-2009/aufgaben-und-anforderungsprofil-fuer-kita-leitungen-
1/aufgaben-und-anforderungsprofil-fuer-kita-leitungen-1 
Seidler, A., Thinschmidt, M., Deckert, S., Then, F., Hegewald, J., Nieuwenhuijsen, K., & Riedel-
Heller, S. G. (2014). The role of psychosocial working conditions on burnout and its core 
component emotional exhaustion - a systematic review. Journal of Occupational Medicine 
and Toxicology, 9(1), 10. doi:10.1186/1745-6673-9-10 
Shelley, E., & Flessner, R. (2013). Reggio Emilia Approach. Scholarship and Professional Work 
– Education. 7.  
Shirom, A. (1989). Burnout in work organizations. In C. L. Cooper & I. T. Robertson (Eds.), 
International Review of Industrial and Organizational Psychology (pp. 25–48). New York: 
Wiley. 
Shirom, A., & Melamed, S. (2006). A comparison of the construct validity of two burnout 
measures in two groups of professionals. International Journal of Stress Management, 
13(2), 176–200. doi:10.1037/1072-5245.13.2.176 
Shpancer, N. (2006). The effects of daycare: Persistent questions, elusive answers. Early 
Childhood Research Quarterly, 21(2), 227–237. doi:10.1016/j.ecresq.2006.04.006 
Shpancer, N., Dunlap, B., Melick, K. M., Coxe, K., Kuntzman, D., Sayre, P. S., … Spivey, A. T. 
(2008). Educators or babysitters? Daycare caregivers reflect on their profession. Child Care 
in Practice, 14(4), 401–412. doi:1080/13575270802267994 
Siegrist, J. (1996). Adverse health effects of high-effort/low-reward conditions. Journal of 
Occupational Health Psychology, 1(1), 27–41. Retrieved from 
http://www.ncbi.nlm.nih.gov/pubmed/9547031 
Sjödin, F., Kjellberg, A., Knutsson, A., Landström, U., & Lindberg, L. (2012). Noise and stress 
effects on preschool personnel. Noise Health, 14(59), 166–78. 
Slack-Smith, L. M., Read,  a W., Darby, J., & Stanley, F. J. (2006). Health of caregivers in child 
care. Child: Care, Health and Development, 32(1), 111–119. doi:10.1111/j.1365-
2214.2006.00577.x 
Sosinsky, L. S., & Gilliam, W. S. (2011). Assistant teachers in prekindergarten programs: What 
roles do lead teachers feel assistants play in classroom management and teaching? Early 
Education & Development, 22(4), 676–706. doi:10.1080/10409289.2010.497432 
Stadt Zürich Sozialdepartement. (2013). Report Kinderbetreuung. Leistungen 2012. Zürich. 
Retrieved from https://www.stadt-
zuerich.ch/sd/de/index/kinderbetreuung/publikationen/rep_kibe.html 
Stadt Zürich Sozialdepartement. (2014a). Arbeitsbedingungen und Gesundheit des 
Kindertagesstätten-Personals in der Stadt Zürich. Zürich. Retrieved from 
https://www.stadt-zuerich.ch/sd/de/index/kinderbetreuung/publikationen/studie_kita-
personal.html 
Stadt Zürich Sozialdepartement (2014b). Report Kinderbetreuung. Leistungen 2013. Zürich. 
Retrieved from http://www.netzwerk-
kinderbetreuung.ch/media/filer_public/28/f7/28f71bcd-3fb3-4d86-af1a-
69af1cc7602a/zuerich_2014_report_kinderbetreuung_2013.pdf 
  
 
 195 
Statistisches Bundesamt Deutschland. (2012). Kindertagesbetreuung in Deutschland 2012. 
Wiesbaden. Retrieved from www.destatis.de 
Status of Women in the States. (2017). Women’s labor force participation. Retrieved from 
https://statusofwomendata.org/earnings-and-the-gender-wage-gap/womens-labor-force-
participation/ 
Stremmel, A. J. (1991). Predictors of intention to leave child care work. Early Childhood 
Research Quarterly, 6(2), 285–298. doi:10.1016/0885-2006(91)90013-B 
Stremmel, A. J., Benson, M. J., & Powell, D. R. (1993). Communication, satisfaction, and 
emotional exhaustion among child care center staff: Directors, teachers, and assistant 
teachers. Early Childhood Research Quarterly, 8(2), 221–233. doi:10.1016/S0885-
2006(05)80092-4 
Strober, M., Gerlach-Downie, S., & Yeager, K. (1995). Child care centers as workplaces. 
Feminist Economics, 1(11), 1466–4372. doi:10.1080/714042216 
Sumsion, J. (2007). Sustaining the employment of early childhood teachers in long day care: A 
case for robust hope, critical imagination and critical action. Asia-Pacific Journal of 
Teacher Education, 35(3), 311–327. doi:10.1080/13598660701447247 
Taris, T. W., Stoffelsen, J., Bakker, A. B., Schaufeli, W. B., & van Dierendonck, D. (2005). Job 
control and burnout accross occupations. Psychological Reports, 97(3), 955–961. 
doi:10.2466/pr0.97.3.955-961 
Tett, R. P., & Meyer, J. P. (1993). Job satisfaction, organizational commitment, turnover 
intention, and turnover: Path analyses based on meta-analytical findings. Personnel 
Psychology, 46(2), 259–293. doi:10.1111/j.1744-6570.1993.tb00874.x 
Torquati, J. C., Raikes, H., & Huddleston-Casas, C. a. (2007). Teacher education, motivation, 
compensation, workplace support, and links to quality of center-based child care and 
teachers’ intention to stay in the early childhood profession. Early Childhood Research 
Quarterly, 22(2), 261–275. doi:10.1016/j.ecresq.2007.03.004 
Tschopp, C., Grote, G., & Gerber, M. (2013). How career orientation shapes the job satisfaction 
– turnover intention link. Journal of Organizational Behavior, 35(2), 151–171. 
doi:10.1002/job.1857 
Urban, M., Vandenbroeck, M., Lazzari, A., Van Laere, K., & Peeters, J. (2012). Competence 
requirements in early childhood education and care. Retrieved from http://download.ei-
ie.org/Docs/WebDepot/CoReResearchDocuments2011.pdf 
Van Bogaert, P., Kowalski, C., Weeks, S. M., Van heusden, D., & Clarke, S. P. (2013). The 
relationship between nurse practice environment, nurse work characteristics, burnout and 
job outcome and quality of nursing care: A cross-sectional survey. International Journal of 
Nursing Studies, 50(12), 1667–1677. doi:10.1016/j.ijnurstu.2013.05.010 
Van den Broeck, A., Van Ruysseveldt, J., Vanbelle, E., & Witte, H. De. (2013). The Job 
Demands-Resources model: Overview and suggestions for future research. Advances in 
Positive Organziational Psychology, 1, 83–105. doi:10.1108/S2046-
410X(2013)0000001007 
Van den Broeck, A., Vansteenkiste, M., De Witte, H., & Lens, W. (2008). Explaining the 
relationships between job characteristics, burnout, and engagement: The role of basic 
psychological need satisfaction. Work & Stress, 22(3), 277–294. 
doi:10.1080/02678370802393672 
Van Vegchel, N., De Jonge, J., Bosma, H., & Schaufeli, W. (2005). Reviewing the Effort-
Reward Imbalance model: Drawing up the balance of 45 empirical studies. Social Science 
  
 
 196 
and Medicine, 60(5), 1117–1131. doi: 10.1016/j.socscimed.2004.06.043 
Vandell, D. L., & Wolfe, B. (2000). Child care quality: Does it matter and does it need to be 
improved? Madison. Retrieved from http://www.ssc.wisc.edu/irp/ 
Verband Kinderbetreuung Schweiz (Kibesuisse). (2014). Lohn- und Anstellungsempfehlungen 
für Fachpersonal in Kindertagesstätten. Zürich. Retrieved from http://www.netzwerk-
kinderbetreuung.ch/de/journal/2014/10/07/kibesuisse-neue-lohn-und-
anstellungsempfehlungen-fuer-fachpersonal-kindertagesstaetten/ 
Verband Kindertagestätten der Schweiz. (KITAS/ASSAE/ASSAI). (2008). KiTaS-Richtlinien. 
Retrieved from 
https://www.kibesuisse.ch/fileadmin/user_upload/Kibesuisse/Publikationen/DE_KiTaS_Ric
htlinien_2008.pdf 
Viernickel, S., Voss, A., Mauz, E., Gerstenberg, F., & Schumann, M. (2014). Abschlussbericht: 
STEGE “Strukturqualität und Erzieher_innengesundheit in Kindertageseinrichtungen”. 
Berlin. Retrieved from http://www.gew.de/Publikationen_Kita.html 
Wells, M. B. (2014). Predicting preschool teacher retention and turnover in newly hired Head 
Start teachers across the first half of the school year. Early Childhood Research Quarterly, 
30(Part A), 152–159. doi:10.1016/j.ecresq.2014.10.003 
Wheaton, B., Muthén, B., Alwin, D. F., & Summer, G. F. (1977). Assessing reliability and 
stability in panel models. Sociological Methodology, 8, 84–136. doi:10.2307/270754 
Whitaker, R. C., Becker, B. D., Herman, A. N., & Gooze, R. A. (2013). The physical and mental 
health of Head Start staff: the Pennsylvania Head Start staff wellness survey, 2012. 
Preventing Chronic Disease, 10(E181), doi:10.5888/pcd10.130171 
Whitebook, M. (1999). Child care workers: High demand, low wages. The ANNALS of the 
American Academy of Political and Social Science, 563, 146–160. 
doi:10.1177/000271629956300109 
Whitebook, M., Howes, C., Darrah, R., & Friedman, J. (1981). Who’s minding the child care 
workers? A look at staff burn-out. Child Today, 10(1), 2–6. doi:10.1007/BF02589564  
Whitebook, M., Phillipsen, L. C., & Howes, C. (1989). Who cares? Child care teachers and the 
quality of care in America. Retrieved from http://www.irle.berkeley.edu/cscce/wp-
content/uploads/2010/07/Who-Cares-executive-summary.pdf 
Whitebook, M., Phillips, D., & Howes, C. (2014). Worthy work, STILL unlivable wages:The 
early childhood workforce 25 years after the National Child Care Staffing Study, Executive 
Summary. Berkeley, CA: Center for the Study of Child Care Employment, University of 
California, Berkeley. Worthy 
Whitebook, M., & Sakai, L. (2003). Turnover begets turnover: An examination of job and 
occupational instability among child care center staff. Early Childhood Research Quarterly, 
18(3), 273–293. doi:10.1016/S0885-2006(03)00040-1 
Whitebook, M., & Sakai, L. (2004). By a thread: How child care centers hold on to teachers, 
how teachers build lasting careers. Kalamazoo, MI: W.E. Upjohn Institute for Employment 
Research. 
Whitebook, M., Sakai, L., Gerber, E., & Howes, C. (2001). Then & Now. Changes in Child Care 
Staffing, 1994-2000. Berkeley, CA: Center for the Child Care Workforce. Retrieved from 
http://cscce.berkeley.edu/then-and-now-changes-in-child-care-saffing-1994-2000/ 
Xanthopoulou, D., Bakker, A. B., Demerouti, E., & Schaufeli, W. B. (2007). The role of personal 
resources in the job demands-resources model. International Journal of Stress Management, 
14(2), 121–141. doi:10.1037/1072-5245.14.2.121 
  
 
 197 
Curriculum vitae 
!
lic.!phil.!Olivia!Blöchliger!
!
Olivia!Blöchliger!Wydäckerring989980479Zürich9Switzerland9olivia.bloechliger@uzh.ch9*9May97,9198299
!
EDUCATION!9
Doctoral!program!(Advisor:!Prof.!Dr.!Urte!Scholz)!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!Aug!2014!–present!Institute9of9Psychology,9University9of9Zurich,9Switzerland99Thesis9title9"Towards9a9greater9understanding9of9why9child9care9teachers9leave:9Examining9job9resources,9job9demands,9burnout,9turnover9intention,9and9turnover9among9lead9and9assistant9teachers9in9a9Swiss9community"99
Master!of!Psychological!Science!! ! ! ! ! ! !!! !!!!!!!May!2012!University9of9Zurich,9Switzerland9Master’s9Thesis:9“Mental9representations9about9police9control9of9Black9immigrants9in9Zurich,9Switerzland”9Bachelor’s9Thesis:9“Psychosocial9factors9influencing9the9consumption9of9drinking9water9in9rural9Bangladesh”99Major:9Social9Psychology9Minors:9Modern9history9&9Psychopathology999
High!school!diploma!("Matur")!99999999999999999999999999999999 9 9 9 9 2002!9999999999999999999Kantonsschule9Oerlikon,9Zurich,9Switzerland99
RESEARCH!EXPERIENCE!9
PhD!candidate!SNF! ! ! ! ! ! !!!!!!!!!!!!!!!!!!!April!2016!–!April!2017!Applied9Social9and9Health9Psychology,9Department9of9Psychology,9University9of9Zurich,99Prof.9Dr.9Urte9Scholz9Research9project:9‘Why9do9child9care9workers9leave?9Why9do9they9stay?”9
!
Research!assistant! ! ! ! ! ! ! !!!!!!!!April!2015!–!Aug!2015!University9of9California,9Berkeley,9Center9for9the9Study9of9Child9Care9Employment9
  
 
 198 
Research9project:9'The9state9of9early9childhood9higher9education'9and9'Supportive9environment9quality9underlying9adult9learning9(SEQUAL)'9
!
PhD!candidate!SNF! ! ! ! ! ! !!!!!!!!!!!!!!!!!!June!2014!–!March!2016!Epidemiology,9Biostatistics,9&9Prevention9Institute,9University9of9Zurich,9Switzerland9Dr.9Georg9Bauer9Research9project:9‘Why9do9child9care9workers9leave?9Why9do9they9stay?”9
!
Researcher!&!Project!manager! ! ! ! ! !!!!!!!!!!Feb!2013!–!May!2014!Epidemiology,9Biostatistics,9&9Prevention9Institute,9University9of9Zurich,9Switzerland9Research9project:9'Working9conditions9and9health9of9child9care9workers9in9the9city9of9Zurich'9
! ! ! ! ! ! ! ! ! !!!!!!!!!!
Research!assistant!&!counseling!assistant!! ! !!!!!!!!!!!!!!!!!!!!!!!!Aug!2012!–!Dec!2012!University9Hospital9Zurich99Research9project:9“Emotion9regulation9in9PTSD9patients”9
!
Research!Assistant9 9 9 9 9 9 9 99999999999Oct!2008!–!July!20099ETH9Zurich,9Switzerland9Research9project9"Psychosocial9factors9influencing9the9consumption9of9drinking9water9in9rural9Bangladesh"9
!
PROFESSIONAL!EXPERIENCE!9
Teacher!substitute!in!various!schools! ! ! ! !!!!!!!!!!!!!!!!!!!!!!!!!!!!!!!2005–2012!German9as9a9foreign9language,9various9subjects99
Caregiver!of!handicapped!children! ! ! !!!!!!!!!!!!!!!!!!!!!!!!Aug!2009!–!Aug!2010!NGO9for9handicapped9people,9INSIEME9GLARUS,9Oberurnen,9GL9
!
Counseling!assistant!Hospital9for9psychiatry,9Crisis9center9Winterthur,9Winterthur,9ZH9Internship!
!
Project!manager! ! ! ! ! ! ! ! !!!!!!!!!!!!!!!!2008!]!2008!NGO9for9refugees,9AOZ,9Zurich,9ZH9Project:9“Migration9&9Education”9
!
Volunteer!in!a!children’s!home!! !! ! ! ! ! ! ! !!!2003!Moscow,9Russia9
!
PRESENTATIONS!9
Blöchliger, Bauer (2014). „Work-related reasons for burnout symptoms of child care workers 
and day care managers. Poster presented at the Swiss Public Mental Health Conference, Third 
annual convention, Olten, Switzerland.  
  
 
 199 
 
Sakai, Blöchliger, Philipp (2015). „Worthy work, still unlivable wages“, National Institute for 
the Early Childhood Professional Development, New Orleans, USA. 
!
PUBLICATIONS!9
Blöchliger, O. R., & Bauer, G. (2016). Demand and job resources in the child care workforce: 
lead teachers and assistant teachers assessments. Journal for Early Education and Development. 
doi: 10.1080/10409289.2016.1154419. 
!
Austin, L., Sakai, L., Whitebook, M., Bloechliger, O., & Amanta, F. (2015). Teaching the 
teachers of our younges children: The state of the early childhood higher educaiton in Nebraska. 
Center for the Study of Child Care Employment, University of California, Berkeley. Online 
available: http://buffettinstitute.nebraska.edu/-/media/BECI/Docs/Nebraska-Narrative-
Report.ashx?la=en 
 
Blöchliger, O., & Bauer, G. (2014). Arbeitsbedingungen und Gesundheit des Kindertagesstätten 
Personals in der Stadt Zürich. Ein wissenschaftlicher Abschlussbericht. Unpublished report, 
Department of Psychology, University of Zurich, Zurich, Switzerland. 
Mosler, H.-J., Blöchliger, O. R., & Inauen, J. (2010). Personal, social, and situational factors 
influencing the consumption of drinking water from arsenic-safe deep tubewells in Bangladesh. 
Journal of Environmental Management 91, 1316-1323. 
!
